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ABSTRACT
A STUDY OF THE EFFECTIVENESS OF DEVELOPMENTAL 
READING AND WRITING COURSES AT 
OLD DOMINION UNIVERSITY
Jimi-Thomas-Muskovac 
Old Dominion University, 1986 
Director: Dr. Franklin Ross Jones
The purpose of this study was to examine the 
effectiveness of the reading and writing developmental 
programs at Old Dominion University. The study sought to
(1) identify the number and demographic characteristics of 
students served by the remedial programs, (2) determine 
academic achievement and persistence of these students, (3) 
assess the performance of developmental reading and writing 
students in regular college English and regular college 
history classes, (4) identify components and characteris­
tics used in the developmental programs which are 
associated with the success rate of developmental students 
and (5) assess the effectiveness of developmental education 
programs based on the evaluation of the number of students 
completing degree programs. The academic years under 
consideration are 1980 through 1985.
The study employed two approaches: (1) a
descriptive analysis of the variables of age, sex and race,
(2) a statistical analysis utilizing the Chi Square,
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analysis of variance and the two sample t-test to determine 
relationships between (a) developmental courses and demo­
graphic variables, (b) grades received in developmental 
courses and persistence, (c) success in regular college 
English and history classes and successful completion of 
developmental writing and reading classes, (d) graduation 
rates for developmental and nondevelopmental reading and 
writing programs and the Special Services Program.
The descriptive analysis revealed that (1) 29 
percent of the entering freshman class were deficient in 
reading and writing skills, (2) 62 percent of the observed 
group were 18 years of age, (3) 54 percent of the observed 
group were female and 46 percent were male, (4) 75 percent 
of the skills deficient students were white and 25 percent 
were nonwhite.
Analysis of variance of the demographic variables of 
age, sex and race revealed that the only significant demo­
graphic variable was race. A Sheffe's Test for comparison 
revealed that the nonwhite group had a higher mean level of 
success.
The Chi Square Test produced the following results 
(1) There is a difference between success in developmental 
reading and the number of semesters enrolled. (2) Success 
in developmental writing and the number of semesters 
enrolled approached significance. (3) No significant 
association between success in regular English classes and
SUCCSSSf ul CCITplS w^ qh Q-f QpTnonf a 1 ng COU^SSS W3.S
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found. (4) A significant association was shown between 
success in regular history classes and successful 
completion of developmental reading classes. (5) The 
developmental students graduated at a significantly higher 
rate than the nondevelopmental students. The t-test 
revealed no significant difference emerged between success 
in developmental reading and writing programs and 
participation in the Special Services Program.
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CH A PTER I
INTRODUCTION
It is not known with certainty whether developmental 
education programs are effective. Results of prior studies 
have produced mixed findings. Consequently, these programs 
operate without the complete confidence of those responsible 
for their support. It is the intent of this study to deter­
mine the effectiveness of the reading and writing develop­
mental programs at Old Dominion University.
The concept of developmental education and its 
importance in educational institutions has received much 
attention in recent years. In the past decade, organized 
classes in developmental education of all academic areas 
have become an accepted entity in the framework of American 
education. Few. if any. would quarrel with the concept that 
the general obligation of a state-supported institution is 
to deal as effectively as possible with the diverse groups 
of students entering college. The implementation of the 
"open-admissions" concept has made it possible for many to 
attend college who may not otherwise have even thought about 
going.1 These nontraditional students are described using 
synonyms such as: remedial, disadvantaged, developmental,
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basic, underprepared, low achieving, academically deficient 
and new.2
In his article, "Academic Remediation in Higher
Education: Problems and Prospect," William Moore outlined
the problem associated with academically deficient students,
Equal educational opportunity acts were defined to 
simply mean that all persons, regardless of race, sex, 
and age should have an equal chance for an education. 
They went further and prescribed that those who were 
academically deficient, poor and who had previously been 
excluded from American colleges and universities should 
be provided with programs, resources, and access to 
higher education to compensate for this previous condition.2
As a result, developmental education has become an 
important part of higher education on the college and 
university level. The rapid growth in enrollment has 
created a highly diverse student body. Minority, ethnic 
and racial groups, the poor, the handicapped and women are 
now making up a larger segment of the college popu­
lation. 4
As pointed out by Cross, the majority of basic 
skills students are the white sons and daughters of blue- 
collar workers, although ethnic minorities continue to be 
overrepresented. Cross further states that most basic 
skills students have not been especially happy or success­
ful in school. Typically, they have been identifiable as 
early as the fourth or fifth grade, and the gap between 
high achievers and low achievers widens as students 
progress through the American school system. Young people 
who graduate from high school in the lowest third of the
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class look on education differently from those who have 
more success in school. Cross suggests that these students 
derive little personal satisfaction from their studies, and 
they are twice as likely as top-third students to say that 
they feel tense, nervous, or shy in class. They rate them­
selves "below average" on almost any characteristic related 
to school work, and many perceive themselves to be "below 
average" people.5
As a result of the changing fertility patterns of 
Americans, there have been significant shifts in the age 
structure of the total population, and each of these shifts 
has impacted very heavily on educational institutions. 
Following a long period of increasing college enrollment 
(1950-1980), the data show that by 1970 a decline in the 
population under age ten had begun, predicting a drop in 
the number of college-age youth by the end of the seven­
ties. By 1980, the percentage of Americans under 19 years 
of age had declined to the 1950 level. These enrollment 
trends impact directly on colleges and universities, par­
ticularly public institutions where resource allocations 
are driven by enrollment.®
As a result of the decline in student enrollment, 
colleges and universities are pursuing more aggressive 
marketing programs. One marketing strategy has been the 
recruitment of students requiring remedial education prior 
to their attempting regular college-level work. This is
i‘c f  x € : C i T i  cl licit ICIial S U I V e y  O f  a l l  C Ol iSCjcS UliiVSx “
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sities in the United States. Eighty-five percent of the 
responding institutions perceived poor academic preparation 
of incoming freshmen to be very much of a problem.7
A 1981 survey conducted by The Chronicle of Higher 
Education found that the number of remedial courses offered 
in colleges increased 22 percent from the fall of 1979 to 
the fall of 1980. However, the total number of courses 
offered grew only 15 percent during the same period.®
Statement of the Problem 
The problem is the inability to demonstrate the 
success of the developmental programs in cost-effectiveness 
terms. The growth of the remedial sector within higher 
education has prompted recent doubts about the competencies 
demonstrated by students at all levels of education and the 
difficulty of achieving both equity and excellence in 
higher education. The Governor of Virginia has encouraged 
the state's public colleges to raise admission requirements 
so that the elementary and secondary schools, rather than 
the colleges, will gradually assume responsibility for the 
problem. Virginia's colleges spent an estimated $13 
million on remedial education in 1980-81.9 in 1981-82, 
Virginia's state-supported colleges and universities' 
expenditures exceeded $16 million.̂ -®
Old Dominion University has responded to the dilemma 
of underprepared students by creating a developmental pro­
gram called the Academic Opportunity Program, established
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in 1974.H The Academic Opportunity Program was initi­
ated to allow flexibility in admitting minority and other 
students whose standardized test scores did not meet the 
University's general level of expectation, but who other­
wise demonstrated promise of success. The developmental 
courses and the Academic Opportunity Program are designed 
essentially to prepare low-achieving and underprepared 
students to enter regular college curricular programs. 
Students are admitted to college, and after being screened 
according to placement criteria, are required to enroll in a 
combination of noncredit courses in English, reading and 
mathematics before they are admitted to a regular program of 
study.
The major assumption reflected in developmental 
course programming is that the causes of low academic 
achievement before college enrollment can be remediated.H 
Research concerning the effectiveness of developmental 
education in preparing these students for college success 
range from "no meaningful difference produced," to "very 
successful in preparing high-risk students for successful 
performance in their college-level c o u r s e s . " ^  The New 
Jersey Basic Skills Assessment Program, 1979, along with The 
Task Force on Remedial Education in Virginia, criticizes 
unclear goals and objectives and vague organizational 
structure as contributing to the failure of many remedial 
programs.
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Many programs are fragmented and classified as 
special or supportive. They often operate in a climate of 
hostility or indifference from the academic departments. 
College administrators generally do not consider remedial 
instruction an effective way to use faculty resources. 
Faculty members are rarely experienced, skilled, or inter­
ested in teaching remedial students.15
Enrolling high percentages of skills-deficient 
students presents major problems for many colleges. 
Adjustment of instructional capacity may mean hiring new 
instructors and developing new curricula. Such adjust­
ments must be made at the same time that the financial 
resources of colleges are shrinking. But even colleges 
that allocate considerable financial resources for remed­
iation may have ineffective remedial programs. Remedia­
tion is an uncertain undertaking in any educational 
setting.16 jn order to understand the various pertinent 
terms, the following operational definitions have been 
assigned.
Academic Opportunity Program. An educational 
program designed to prepare low-achieving and urderprepared 
students to enter regular college curricular programs.
Age. The chronological age expressed in years at 
the time the study was made.
Basic Skills. Those skills a student needs to 
embark on a college education. Among them are skills in 
reading, mathematics and English composition; and students
R e p ro d u c e d  with p erm iss ion  of th e  copyright ow ner.  F u r the r  reproduction  prohibited without perm iss ion .
arrive at college without them are usually considered in 
need of compensatory education.17
Developmental Studies Student. A student enrolled 
during the fall semester, 1980, who attempts at least one 
writing or reading course defined by Old Dominion Univer­
sity as developmental; elsewhere used interchangeably with 
remedial student, new student, high-risk student, basic 
skills student, marginal student.
Grades and Quality Point Average (GPA and QPA 
respectively). QPA is the average obtained by dividing 
total grade points by the number of credits attempted and 
is compared by using these values: A, 4 quality points/
course hour; B, 3 quality points/course hour; C, 2 quality 
points/course hour; D, 1 quality point/course hour; F, 0 
quality points/course hour.
Nondevelopmental Studies Student. Any student en­
rolled for credit during the fall semester, 1980, exclud­
ing those in remediation.
Persistence. The number of semesters completed 
during ten semesters encompassed by the study (fall, 1980- 
spring, 1985).
Race. Indicates a student that is white or 
nonwhite.
Remedial Student. Indicates those students enrolled 
in noncredit developmental courses.
Developmental Course. A course designed to remedy
avau cx iixv^  u c i x u x c i t w x c o  •
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Sex. Indicates a student that is male cr female.
Special Services Program. An academic support 
program to retain and graduate low-income, first generation 
college students and physically disabled students.
Success. Achievement in developmental reading or 
writing courses that resulted in a satisfactory grade 
followed by achievement in a regular English course or 
history course that resulted in a letter grade of "A," "B," 
or "C."
Purpose
The purpose of this study is to evaluate the effec­
tiveness of the reading and writing developmental programs 
at Old Dominion University. For such an assessment, the 
planned study seeks to (1) identify the number and demo­
graphic characteristics of students served by the remedial 
programs, (2) determine academic achievement and persis­
tence of these students, (3) assess the performance of de­
velopmental reading and writing students in regular college 
English and regular college history classes, (4) identify 
characteristics used in the developmental programs which 
are associated with the success rate of developmental stu­
dents, (5) assess the effectiveness of the Remedial Educa­
tion Program based on the evaluation of the number of stu­
dents completing a degree program, (6) render statistical 
analyses of the degree of validity of results as assessed 
from the program's salient characteristics. The academic 
years under consideration are 1980 through 1985.
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Research Procedures
Tlis qKj0cti vs of s study i.s to svslusto tks sf~ 
fectiveness of the reading and writing developmental pro­
grams. The evaluation will be accomplished by use of sta­
tistical instruments utilizing data which yield information 
on relationships among characteristics in the study and 
their ultimate significance.
Source of Data
Descriptive data is the foundation to be utilized 
for research application. The data come from the Univer­
sity Office of the Registrar and Student Records. The data 
were transferred from raw data to a study data file.
Collection of Data
The following sources comprise the data upon which 
the study is based:
1. Number of students enrolled in the fall semester 
of 1980 at Old Dominion University scheduled in developmen­
tal reading and writing courses.
2. The characteristics of students in one or both 
developmental program courses in comparison to other 
students on the variables of age, sex and race.
3. Age, sex and race variables of students en­
rolled in developmental studies courses associated with 
success as defined by grades received.
4. The grades of students in developmental courses 
and persistence at the University.
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5. The level of success in developmental reading 
and writing courses and subsequent performance in English 
101 and college-level history.
6. The baccalaureate degree graduation rate among 
developmental and nondevelopmental students.
7. QPA data of participants in the Special Services 
Program.
Presentation of Data
The results of the data and its treatment will be 
presented in Chapter IV by tabular, chart and graph render­
ings.
Statistical Procedures
The analysis of data will utilize the three-way fac­
torial analysis, the Scheffe's test for comparison, the Chi 
Square and the t Test. These instruments are best designed 
to (1) analyze variance between groups and variance within 
groups for demographic variables, (2) test whether or not a 
systematic relationship exists between two variables, and
(3) test for differences in the mean levels of grades.
The following are hypotheses, stated in null form:
Hypothesis 1. There is no statistically significant 
difference between success as defined by grades received in 
developmental courses and the demographic variables age, 
sex and race.
Hypothesis 2 a. There is no statistically signifi- 
panf association bstwsan success as dsfinsd cĵ radss
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received in developmental reading courses and persistence 
in number of semesters at Old Dominion University.
Hypothesis 2 b . There is no statistically signifi­
cant association between success as defined by grades re­
ceived in developmental writing courses and persistence in 
number of semesters at Old Dominion University.
Hypothesis 3 a. There is no statistically signifi­
cant association between success in regular English classes 
as evidenced by grade awarded and successful completion of 
writing courses.
Hypothesis 3 b . There is no statistically signifi­
cant association between success in regular history classes 
as evidenced by grade awarded and successful completion of 
reading classes.
Hypothesis 4. There is no statistically significant 
association between baccalaureate degree graduation rates 
for developmental and nondevelopmental students.
Hypothesis 5. There is no statistically significant 
association between success in the developmental reading 
and writing programs and participation in the Special Ser­
vices Program.
Justification for the Study
Continuation or growth of remedial education pro­
grams is threatened by diminishing support due to lack of 
institutional information on the success of remedial educa­
tion. In order for these programs to survive, it is manda­
tory that those factors which contribute to their effective­
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ness be identified. Such information is needed to evaluate 
the quality of services being offered and to decide whether 
the investment in remedial education is yielding an 
acceptable return.18 without meaningful evaluation, it 
will not be possible to convince policy and decision makers 
to provide adequate financial support.
Many programs for underprepared students are not 
evaluated, and for those that are, the evaluations often 
produce little evidence to identify the effectiveness of 
the programs. Unevaluated remedial programs support 
critics who proclaim that much of the money going into 
programs for underprepared students is wasted. This 
criticism is reinforced by the fact that lack of evaluation 
makes it impossible to prove whether these programs have 
succeeded.
The Council of Higher Education appointed The Task 
Force on Remedial Education in Virginia, 1983, to assess 
remedial education programs in Virginia state-supported 
colleges and universities. Questions concerning how to re­
duce remediation and how to limit the extent of the state's 
responsibility to help students overcome deficiencies need­
ed to be addressed. Based on its review, The Task Force 
found that:
1. Remedial students are likely to have poor high 
school grades in basic skill subjects, little or no 
advanced work in high school, poor achievement as measured
- u . .  1_ -•  l____1  T ~ £  U  _  . . J  _  _  _
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high school diploma, poor reading skills, poor scores on 
college entrance or placement examinations? a history of 
educational disadvantages, relatively poor socioeconomic 
backgrounds; or less sustained involvement in higher 
education.
2. Testing and placement procedures at most 
Virginia public colleges and universities need revision.
In many cases, large numbers of students enrolling in 
college courses are not tested. A majority of institutions 
do not require remediation for all students identified as 
lacking in basic skills.
3. Institutions vary in their definition of the 
minimum competencies required for entry into college-level 
courses. At times, remedial work is conducted in college 
credit courses, confusing the boundary between remedial and 
college work. Lowering standards to accommodate ill-pre­
pared students erodes the college curriculum.
4. Each institution determines whether admitting 
students who lack needed skills is consistent with its 
mission.
5. Virginia's public colleges and universities 
together should define more clearly what constitutes the 
minimum competencies necessary to preserve excellence in 
higher education.
6. Institutions should administer mandatory place­
ment examinations in English grammar and composition, read-
4 «« «•* m  *»% 4- 4 4- o i l  C" n  r > v ^ c o r t + - i n  rr
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evidence other than high school graduation of having 
attained the fundamental competencies.
7. Students who need remedial work should be 
required to take remediation and demonstrate success 
through proficiency examinations which certify readiness 
for college-level courses.
8. Remedial students' enrollment in college courses 
should be restricted, with no college credit awarded for 
remediation.
9. Limits should be placed on the time and oppor­
tunities for remediation.
10. A common basic skills floor should be identi­
fied below which colleges will not remediate.20
These findings reflect The Task Force's concerns re­
garding state institutions which have undertaken more 
remediation without comprehensive evaluation and emphasizes 
the importance of student achievement following access to 
college. The Task Force believes that evaluation of remed­
ial education has been less than adequate.21
Fadale, Wonter and Gene headed a Task Force Report 
on the Assessment of Developmental Programs in New York 
from a statewide perspective. The Task Force discovered 
from the data that program criteria were often identi­
fiable, but the degree of success was more difficult to 
quantify. A majority of respondents, however, indicated 
that a success standard does exist for the college (80.6
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or remedial programs (67.7 p e r c e n t ) . 22
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The notion that institutions should, in fact, estab­
lish success standards on a college-wide basis which would 
then serve as a framework from which to evaluate specific 
programs was supported by over half of the respondents.
Over 60 percent of the institutions responding believed 
that some general standards or guidelines for assessing the 
effectiveness of developmental programs at different 
colleges could be compiled even with variability of student 
needs.23 The necessity of evaluating remedial programs 
is apparent. The underprepared students and the funding 
sources are both shortchanged unless there is evidence of 
significant benefits at a reasonable cost. With evalua­
tion, effective programs for underprepared students can be 
identified and recognized; ineffective programs can be 
terminated or replaced.
The above demonstrates the need for developmental 
program evaluation. Although many Community and junior 
colleges invested considerable time, money and energy in 
their basic skills and developmental programs, some post­
secondary institutions have not posttested students sys­
tematically to assess whether they made any discernible 
academic gains. Without some form of follow-up evaluation, 
community and junior colleges have no way of assessing the 
effectiveness of the intervention programs. To be account­
able to both students and funding sources, college adminis­
trators and faculties should evaluate basic skills and
d c V c l C p I u S n u a x  3 cudl.c3 p x C ^ r a l u S  t O  i d c l l u l f  j u h c  ITiGS c C C S  w “
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procedures, teaching methods, and organizational config­
urations. 24
The assessment of the developmental studies programs 
in reading and writing at Old Dominion University will aid 
in creating a program for evaluation. A statistical vali­
dation of the developmental studies programs which will 
clearly identify student achievement and effective charac­
teristics of such programs is being sought. This ongoing 
review, along with future research, serves to guarantee 
improved programs of developmental studies.
Limitations of the Study
This investigation is a program evaluation study that 
is ex post facto in nature. Kerlinger defines ex post facto 
research as systematic, empirical inquiry in which the 
scientist does not have direct control of the independent 
variables because the manifestations have already occurred 
or because they are inherently not m a n i p u l a t a b l e . 2 5
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dent and dependent variables.
The term ex post facto implies some type of subse­
quent action. The researcher studies the variables in 
retrospect, in search of possible relationships or effects. 
Conscientious researchers prefer to speak of functional 
rather than causal relationships. Ary and others define a
functional relationship as one in which it has been demon­
strated that a change in one variable is accompanied by a
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change in another, but the relationship is probably based 
on a complex system of interactions rather than being 
directly causal. Ex post facto research is generally con­
ducted in an actual setting, with multiple variables inter­
acting simultaneously. However; these studies can be 
carefully designed to enhance not only completion of the 
research, but to enhance the interpretation of the 
results.26
Because this is an ex post facto study, subjects and 
treatments were not assigned randomly, and variables were 
not manipulated; cause and effect relationships cannot be 
determined and may not be inferred. Also, the information 
available is limited to the amount and types availiblr. in 
student records. Another limitation is that the appli­
cation of generalizations derived must be limited to pop­
ulations of students similar to the populations of this 
study and to those variables upon which this study is 
based.
Summary of the Introduction
Developmental programs in higher education have 
experienced increasing growth since the early 1970's. This 
increased enrollment of academically deficient students be­
gan with the advent of the open admissions philosophy in 
the United States. Open admissions became rooted in 
national policy which stressed equal access for all. The 
literature documents the concern of colleges and universi­
ties over the demonstrated lack of success of developmental
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students. This concern notwithstanding, colleges and uni­
versities now find it necessary to recruit developmental 
students to compensate for decreasing enrollments.
Due to the proliferation of costly developmental 
programs, public officials have become increasingly aware 
of the need for evaluation and policy direction of these 
programs. In addition, public officials are demanding that 
administrators of these programs produce effective, effi­
cient results. Increasing concerns over budget reductions 
make it imperative that every dollar spent for developmen­
tal education yields the expected returns. Everyone re­
sponsible for developing and implementing developmental 
programs must be held accountable for delivering on their 
promise of success to their students.
One of the reasons that continuation or growth of 
developmental education programs is threatened by diminish­
ing support is the lack of institutional information on the 
success of developmental education. For these programs to 
survive, it is mandatory that those factors which contrib­
ute to their effectiveness be known. Furthermore, institu­
tional evaluation procedures are required if planning and 
management data are to be used successfully by the system 
and the state. Within such a framework lies the justifi­
cation for the evaluation of the developmental reading and 
writing programs at Old Dominion University.
The purpose of this study is to evaluate the effec-
■Hi vatiacc q -F y T̂ r>g a w yi tinCj" £ VS ICpIuSIl wS X
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at Old Dominion University. This study seeks to (1) 
identify the number and demographic characteristics of 
students served by the developmental programs, (2) 
determine academic achievement and persistence of these 
students, (3) assess the performance of developmental read­
ing and writing students in regular college English and 
regular college history classes, (4) identify character­
istics used in the developmental program which are asso­
ciated with the success rate of developmental students, and 
(5) assess the effectiveness of developmental education 
programs based on the evaluation of the number of students 
completing degree programs.
Chapter two will present a review of the literature 
of developmental education in five areas: (1) Policy
Context (2) Characteristics of the College Students (3) 
Program Features Enhancing Success (4) Evaluation of 
Developmental Education. Following individual summaries 
there will be a general summary.
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CH A PTER I I
REVIEW OF THE LITERATURE
This study relates to the effectiveness of develop­
mental courses in reading and writing designed to assist in 
the remediation of inadequate student learning skills. The 
literature pertinent to this thesis is organized under five 
categories. The categories of literature review are as 
follows: (1) to place the college and university program
of developmental education in its policy context, (2) to 
examine the characteristics of the college students in de­
velopmental education, (3) to isolate the program features, 
(4) to delineate the effectiveness of the kinds of devel­
opmental programs, and (5) to summarize the relevant 
research which specifically focuses upon the variables be­
ing considered.
First, in order to more adequately place the college 
and university program of developmental education in its 
policy context, it is necessary to look at the concept of 
universal opportunity in a broader setting. The policy 
context is drawn from the following sources: Berube, Kerr,
the Carnegie Commissions, Gardner, the National Commission 
on Excellence in Education, Myers, Lederman, and Cross.
23
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Second, the major characteristics of the college 
students in developmental education such as poor reading 
skills, poor scores on college entrance or placement exam­
inations, poor study habits and minority and/or sex dis­
crimination are examined by the study. The following works 
provided a background for understanding the features of 
this group; the Task Force on Remedial Education in Vir­
ginia, Barton and Cross.
Third, to isolate the program features that enhance 
the effectiveness of developmental programs, a review of 
the following works identified the salient characteristics 
of successful programs: Roueche, Greenbaum, Christ,
Roueche and Snow, Friedlander, Jorgensen, Gruenberg, Gordon 
and Glippo. Some of the program features were identified 
as learning centers, strong leadership, effective assess­
ment and highly trained teachers. The key to program 
success has been linked to teacher attitude, quality and 
behavior.
Fourth, the effectiveness of certain kinds of devel­
opmental programs, developed within the last fifteen years, 
was delineated. This section investigates the first 
presence of underprepared students in American colleges.
It further reviews studies which document ineffective de­
velopmental education programs as well as others that make 
valuable contribution. Works reviewed in this area are 
Brier, Losak, Hamil, Craig, Biddar, Thompson, New Jersey 
Basic SJcills Assessment Fjroyircun* Lesnick/ Smitti ancl Sally*
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The principal feature included in this section is the Model 
Program from New Jersey.
Fifth, to summarize the relevant research gathered 
which focuses on the variables under investigation (student 
population, age, sex, race, persistence and grades), the 
following works were surveyed to provide research question 
direction and subsequent interpretation clarity: Myers,
Barton, The Task Force on Remedial Education in Virginia, 
Clarke, Blake, Hamil, Reap, Mentkowski, Astip, Cicco, 
Rabianski-Carriuolo, Knoell, Christie, Starkie, and 
Whittle. The review of the literature will begin by focus­
ing on policy context.
Policy Context 
American higher education has struggled with the 
question of who should go to college. Equality has never 
been clearly defined in America. Consequently, two tradi­
tions of equality affecting higher education developed: one
S w*vnVn 9  c ’  *7 ■! m o  v- -i a t t  o < r i i a  1 i* a  -P A r > A A  y f -  n n  i  4-T7 A r
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opportunity for all, regardless of intellectual merit.^
In The Uses of the University, Kerr identified the conflict­
ing claims of two models in American higher education. The 
first claim was the needs/access model epitomized by public 
community colleges. The conflicting claim was the quality/ 
excellence model epitomized by flagship state universities 
and the private research university.2
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The GI Bill, originally named the Servicemen's Read­
justment Act of 1944, is often regarded as the first guar­
antee of higher education. This bill was designed to 
enable veterans to attend college and technical schools.3 
The admission standards were relaxed for these veterans, 
but they received other preferential treatment in being 
admitted. The development of universal opportunity for 
postsecondary education became a national goal beginning 
with the administration of President Truman. The Truman 
Commission on Higher Education, 1946-47, supported the 
first national policy advocating equal educational oppor­
tunities for all persons.4 In 1970, the Carnegie 
Commission recommended that as a matter of public policy, 
every high school graduate or otherwise qualified person 
should have unrestricted access to some kind of higher 
education.3 In 1973, the Carnegie Commission on Higher 
Education further heightened their commitment to universal 
education to include not only access, but attendance. The 
Commission stated:
Three periods of basic transformation potentially 
confront the development of any system of higher 
education. The first such period comes with the 
movement from (1) elite (or restricted) to mass 
higher education, from service for the few to service 
for the many. This transition in the United States 
began with the land-grant movement after the Civil War 
and reached its climax with the GI rush after World War
II. Shortly on its heels came the transition from (2) 
mass higher education in the 196 0s and continuing into 
the 1970s. The universal-access stage, in turn, has 
two sub-periods: first, universal access for members
of the "college-age" population, and second, universal 
access for persons of all ages. The third trans­
formation, if it ever comes, which we hope it will not.
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would take the form of (3) universal or nearly 
universal attendance in college, rather than univeral 
access. The current transition to universal access to
/ s / s l  1 ■* /T i » a v » 5 * > 4 * o a  a  a  1 a  n o  f  a >* o t t o »*T7X l i  V U X  V C O  U l l C  ^  U O X  C l A A  v  4. U  a. V  V <-J. j
high school student who wishes to enter higher 
education, the introduction of more remedial work, the 
adaptation to the interests of new groups of students 
regardless of age, the substantial increase in total 
costs, and the augmentation of public interest and 
control, it is a transformation of fundamental, 
historic proportions.®
As a result of these policies and actions, coupled
with the rapid enrollment of students of the 1960s, an
increasing number of underprepared, academically-deficient
students appeared in higher education. The twin goals of
equal opportunity for everyone and excellence in education
may appear in some ways contradictory, but it is thought by
some that institutions who admit underprepared students can
maintain creditable graduation requirements. John Gardner
relates his view:
It is no sin to let average as well as brilliant young­
sters into college. It is to let any substantial 
portion of them— average or brilliant— drift through 
college without effort, without growth, and without a 
goal. That is the real scandal in many of our insti- 
tuticns* Though inuSw nskw 9non»ous concessions to 
individual differences in aptitude, we may properly 
oxpoct ttst svsry fô nn of s<3ucsti.on ts suet ss to 
stretch the individual to the utmost of his potential­
ities. And we must expect each student to strive for 
excellence in terms of the kind of excellence that is 
within his reach.7
Myers describes the admissions policies of colleges 
to be determined largely by the need for remediation among 
incoming students. He states that "open-door" institutions 
admit all high school graduates without review of conven­
tional academic qualifications. "Selective" institutions 
admit a majority of applicants who meet some specified
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level of academic achievement or have other qualifications 
above and beyond high school graduation— many of these stu­
dents are well prepared for college and quite a few are 
not. "Competitive" institutions admit only those appli­
cants who meet a specified level of academic achievement or 
have other qualifications above and beyond high school 
graduation. Students admitted to competitive institutions 
generally are well prepared, highly motivated and achieve­
ment oriented. Many selective and competitive colleges 
have "special admissions" programs for disadvantaged and 
minority students who do not have the academic qualifica­
tions expected of other applicants. These students who are 
deficient in basic skill work often experience difficulty 
adapting to the college environment.®
Community colleges, with their open-door admissions 
policies, have been the advocates of equal access to all. 
Senior colleges, on the other hand, have remained mostly 
meritocratic or even elitist institutions. With the 
competitive market for students due to decreases in student 
enrollment, combined with concern over the quality of high 
school graduates, senior colleges are resorting to various 
remediation tools of their own. These tools are designed 
to foster the development of a higher level of performance 
based upon remedial mathematics, English and reading 
programs. Numerous studies have proven the existence of a 
prevailing need for remedial education.
In one such study made by the National Comitission on 
Excellence in Education reported by Secretary Terrel Bell
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to President Reagan, 23 million adults do not have minimal 
literacy or computational skills. Thirty-four percent of 
the adults who have functionally minimum skills lack pro­
ficiency. Among seventeen year olds nationally, 13 percent 
are functionally illiterate, including up to 40 percent of 
minority youth. Nearly 40 percent of seventeen year-olds 
are unable to draw inferences from reading material, only 
20 percent are able to write a persuasive paragraph, and 
only one-third can solve a mathematics problem involving 
more than one step. Within the nation's high schools, the 
proportion of students taking the "general track" rather 
than college preparatory courses increased from 14 to 42 
percent between 1969 and 19"0. From 1963 to 1980, the 
average Scholastic Aptitude Test (SAT) score dropped over 
50 points for verbal and nearly 40 points for mathematics 
skills. During the same period, the percentage of those 
attaining the highest SAT scores declined 15 percent, while 
the proportion of scores in the lowest category increased 
3 8 percent.9
On the basis of a survey of all colleges and univer­
sities in the country of which 1,269 institutions respond­
ed, Lederman and others found that:
1. A full 85 percent of the responding institutions 
perceive poor academic preparation of incoming freshmen to 
be either very much of a problem or somewhat of a problem. 
Only three percent of the institutions do not perceive poor 
academic preparation to be a problem.
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2. A substantial percentage of entering freshmen 
are viewed as requiring assistance in the basic skills 
areas— 28 percent in reading, 31 percent in basic writing, 
and 32 percent in basic mathematics.
3. Ninety-seven percent of the responding institu­
tions assess the skills levels of entering freshmen, and 
only two percent of the institutions believe that assess­
ment is unnecessary.
4. ine overwhelming majority of institutions offer 
courses in the basic skills areas. More than eight out of 
ten of the institutions offer reading and basic mathematics 
courses; more than nine out of ten institutions offer basic 
writing courses.
5. While tests are the most common method for 
placement into basic skills courses, there is little 
agreement on specific tests. The most common method of 
placement into basic writing and basic mathematics courses 
is through locally developed tests.
6. Although institutions use tests to assess skills 
levels of students and to place them in courses, in the 
vast majority of institutions, decisions concerning exit 
from basic skills courses are left to the academic judgment 
of individual faculty members.10
According to Cross, the following changes in educa­
tional practices illustrate the response of higher educa­
tion to student learning problems:
1. Most colleges and universities, 81 percent ac­
cording to Carnegie surveys, now have remedial programs in
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reading, writing, arithmetic, and other basic skills. Fur­
thermore, such programs are almost as prevalent in selec­
tive universities as in community colleges.
2. Some form of individualization of instruction is 
now offered in almost all (89 percent) institutions of 
higher education. Most colleges and universities, regard­
less of their admissions selectivity, have learning 
laboratories and learning specialists to help students at 
all levels of ability improve academic skills.
3. Diagnostic testing and placement are seen as in­
creasingly important, and there is much less hesitancy to 
require students to take tests or remedial work than there 
was a decade ago. The permissive rhetoric of the 1960s 
that "students have a right to fail" has given way to the 
accountability rhetoric of the 1980s that "schools have an 
obligation to succeed."
4. Faculty are more articulate in defining needed 
competencies and more creative in using a greater variety 
of teaching methods.
5. Colleges are less easily intimidated by students 
who are unwilling to do the necessary work. Miami-Dade 
Community College, for example, is systematically raising 
expectations for remedial students, with reported increases 
in both student and faculty morale.H
Summary of Policy Context
Since the early 1900s, American higher education has 
labored under two conflicting philosophies. One has
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maintained that students in need of higher education should 
have access to it. The other philosophy contends that 
access should be based on merit. Various national policies, 
including the open-door policy and GI Bill, have contributed 
to a growing enrollment of underprepared students in 
colleges and universities. Underprepared students lack 
academic skills, knowledge, and the ability of most students 
in the college or course of study in which they enrolled. 
With the competitive market for students due to decreases in 
student enrollment combined with concern over the quality of 
high school graduates, senior colleges are adopting various 
survival tools. Consequently, American colleges and univer­
sities have had to develop remedial education programs to 
accommodate the influx of underprepared students.
Characteristics of College Students in 
Developmental/Remedial Education
Open access to higher education and the Academic 
Opportunity Programs have contributed to the formation of a 
student body with the most diverse ability ever encountered. 
Nevertheless, The Task Force on Remedial Education in 
Virginia found that remedial students typically have one or 
more of the following characteristics: (1) poor high school
grades in basic subjects, (2) little or no advanced work in 
high school, (3) poor achievement as measured by high school 
rank, (4) less likelihood of having received a high school 
diploma, (5) poor reading skills, (6) poor scores on college 
entrance or placement examinations, (7) a history of
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educational disadvantages, and (8) relatively poor 
socioeconomic backgrounds.^
Kraetsch, as cited by Barton, found that basic skills 
students may be characterized by one or more of the follow­
ing: (1) poor study habits, (2) inadequate mastery of basic
academic skills, (3) low academic ability or low I.Q., (4) 
psychological, motivational blocks to learning, (5) socio­
cultural factors relating to deprived family and school 
background, (6) lack of parental encouragement, (7) minority 
and/or sex discrimination, (8) occupational rather than 
academic preparation in high school, (9) lack of motivation, 
(10) poor self-image and (11) sense of powerlessness over 
themselves and their environment.13
A thorough discussion of the disadvantaged student is 
provided by Cross in Beyond the Open Door. Cross labels the 
disadvantaged student as a "new student" in higher educa­
tion. She believes the college has failed to serve this 
student. Her definition of the new students are those rank­
ing in the lowest third of their high school graduating 
classes on test and academic ability. She describes most of 
the new students to be Caucasians whose fathers work at 
blue-collar jobs. A substantial number, however, are 
members of minority ethnic groups. Most of the parents have 
never attended college, and the appreciation of college is 
new to the family.^
Regardless of the descriptive words utilized in cate­
gorizing these students, once enrolled, they represent a
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problem to the college. Old Dominion University is an exam­
ple of an institution committed to the philosophy of pro­
viding formal education training for every student it 
enrolls, regardless of their lack of previous academic 
success. The Academic Opportunity Program has provided for 
the admission of minority and other students whose standard­
ized test scores did not meet the university's general level 
of expectation but who have otherwise demonstrated promise 
of success. These students are provisionally admitted and 
provided remedial courses and support services to ensure 
academic success.15
Summary of Characteristics of College Students 
in Developmental/Remedial Education
The major characteristics of developmental program 
students have been identified as possessing poor high school 
grades, falling in the lowest third of high school graduat­
ing classes on tests and in academic ability, possessing 
poor reading skills, showing poor scores on college entrance 
and placement examinations, sociocultural factors relating 
to deprived family and school background, minority and/or 
sex discrimination and finally a history of educational dis­
advantages. These students pose a problem to the colleges 
and universities. In response to this problem, Old Dominion 
University has established the Academic Opportunity Program 
to provide support services to ensure academic success. Old 
Dominion University is committed to providing educational 
training to every student it enrolls.
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Program Features Enhancing Success
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appropriate way of adequately helping high-risk students. 
Added to this complex issue is the view that many educators
hold about the efficacy of remedial programs themselves. A
number of studies in the late 1960s and early 1970s voiced 
serious concerns about these programs. In the early stages 
of the developmental education programs, common weaknesses 
were identified as ineffectively designed programs, unsat- 
isfactory i.Hipismsnta'ti-on and. iac3c of accountability. Zn 
1968, Roueche identified reasons why many college remedial 
classes were ineffectual: (1) questionable placement pro­
cedures, (2) oversized classes and overworked teachers, (3) 
inadequately trained teachers and unenthusiastic teachers, 
(4) outdated and superficial course outlines, (5) lack of 
agreement about what should be taught in the courses, (6) 
lack of suitable instructional materials, (7) confusion 
dbcUw prApar luSthcdclĉ Ŷ  \8) insu££icisn^ sxpsiriiusnts- 
ticn.16 MC (JCUbt raf 1 "* n t^SSS T a Annag f An 1 y a
little more than ten percent of all such students persisted 
to a second semester. Contributing to the problem were 
numbers of poorly trained and unenthusiastic instructors who 
often had been drafted into remedial teaching because they 
were the newest hired or because they were p a r t - t i m e r s . ^
A most appropriate aspect of the expansion of the educat­
ionally underprepared has been an increase in the quality
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and quantity of research being conducted, and a more 
detailed analysis of which characteristics of programs are 
more effective. During the mid-1970s, learning assistance 
programs emerged on many college campuses.18 The common 
feature of these programs was a focus on individualized 
instruction. Today, however, learning centers represent the 
most common structure to assist and retain students.
Christ describes the Learning Assistance Center Pro­
gram at California State University-Long Beach as being 
successful because of its four unique features. (1) It 
incorporated concepts and strategies from human development, 
the psychology of learning, educational technology, and cor­
porate management into an operational rationale specific to 
higher education; (2) as a campus-wide support system, it 
cuts across traditional university division lines in its 
emphasis on a centralized operational facility, coordinated 
by one administrator, that would house a reading laboratory, 
writing center, math laboratory, study skills service, test 
preparation service, independent self-paced learning center, 
staff training center, foreign students conversation labora­
tory, and a tutorial clearinghouse. This combination was 
aimed at producing increased program visibility, intercampus 
communications, and cost-effectiveness; (3) the center was 
not created primarily for the inadequately prepared, the 
provisionally admitted, or the probationary student. It was 
not to be stigmatized as a remedial center, since it would
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serve not only students but also faculty, staff, and senior 
or administrators as learners; and (4) learning assistance 
was planned with a strong emphasis on management by 
objectives and a cybernetic subsystem to elicit and use 
feedback from its users; so its programs and services would 
constantly reflect the needs, expectations, and concerns of 
the institution. In addition, research done by Christ 
during the past fifteen years revealed that successful 
programs were characterized by strong leadership as well as 
effective assessment and placement systems.^
By contrast, a study by Roueche and Snow revealed 
that successful college programs for students with learning 
problems are characterized by the following qualities; (1) 
as much effort is devoted to improving students' self- 
concepts as is made to improving reading and writing skills,
(2) English, reading, and math courses are taught so as to 
reinforce the students' verbal and quantitative abilities in 
other courses (for instance, students in nursing are given 
reading, writing and math assignments that would be required 
in the nursing profession), (3) teachers believe their stu­
dents have talents and can learn with proper instruction,
(4) teachers accept some of the responsibility for increas­
ing their students' desire to learn, (5) teachers are open 
to their own growth and development, that is, they are look­
ing for better ways to assist their s t u d e n t s . 20 Success­
ful developmental education programs build on content that 
students see as useful and interesting, employ instructional
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techniques that truly accommodate individual student differ­
ences, and take place in learning environments where teach­
ers are endeavoring to help students grow and develop as 
worthwhile human beings.
A noteworthy educational program designed to improve 
quality has been established at Florida's Miami-Dade 
Community College. Miami-Dade's "Standards of Academic Pro­
gress" is an inclusive system for classifying academic 
standing so that students experiencing difficulties can be 
identified and helped. This program motivates the students 
to higher achievement by alerting them immediately when 
their performance is unsatisfactory. In addition, students 
choosing to use this support service receive a tuition re­
fund. Support services are then provided to help them over­
come difficulties. Students who continue to perform below 
standards despite additional support and academic probation, 
are suspended or dismissed. Student progress is monitored 
with performance tests; a computerized information system 
called the Academic Alert and Advisement System provides 
mid-term RSVP (Response System with Variable Prescriptions) 
reports to about 46,000 students.21
Jorgensen gives the following as being qualities 
which best contribute to successful remedial programs. (1) 
The program should be centered around the student. That is, 
he/she should be able to progress at his level and at his 
own rate of learning. (2) There should exist reasonable 
time periods for the student to finish the necessary work.
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(3) The program should be adequately flanded. (4) All the 
faculty should be involved so that each member of the 
faculty is aware of the difficulty and the complex nature of 
the problem involved with this type of student. (5) The 
counselors should be aware of diagnostic techniques employ­
ed, and the general principles of remediation. (6) There 
must be a reasonable student-teacher ratio. The personal 
interaction between student and teacher is essential for 
". . . without maximum human contact, the student's learning 
is hampered." (7) It is essential to have a good organi­
zation and effective administration of the program. (8) The 
program should be a separate department. (9) It helps to 
have the remediation course integrated with the college- 
level courses. (10) There must be innovative techniques
employed in remediation.22
The examination of reports and publications dealing 
with the subject reveals a consensus among investigators 
that the key to the success of the developmental program is 
the teacher. Another factor in the success of college basic 
skills programs is highly related to its teachers' atti­
tudes, qualities, and behavior. The training, attitude, and 
genuine concern and cooperation of the faculty outside the 
remedial program are of utmost i m p o r t a n c e . 23
The type of program, whether it is a formal course or 
a laboratory situation or a combination of some innovative 
techniques, is not the crucial aspect in the long run, but 
that the program be student centered. If not, the program
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will probably fail eventually. An understanding of the type 
of student involved, a faculty that cares, and enough funds 
to function are ingredients for successfully helping under- 
educated college students.24
Gordon and Flippo found from studies in the 1970s 
that reading teachers require training specific to the 
teaching of postsecondary reading, that tests are often used 
inappropriately, and that most teaching follows a diagnos­
tic-prescriptive model.2  ̂ In their update study conducted 
on persons teaching college reading improvement in the 
southeastern United States, the researchers found that 
postsecondary reading improvement courses are no longer 
limited to junior and community colleges, but are offered at 
all types of institutions. College reading teachers are not 
new to the field; half the respondents had been teaching 
these particular courses five years or more. The respon­
dents held advanced degrees, but were not necessarily highly 
trained as college reading teachers. Few had completed any 
postsecondary-level supervised teaching as part of their 
graduate training, and a full 40 percent were teaching 
outside their primary area of training. Programs generally 
continue to follow a diagnostic-prescriptive model and there 
was a suggestion that instruction is no longer exclusively 
laboratory oriented. Although successful instructional 
practices and program characteristics have been recognized, 
insufficient formative and summative evaluation of courses 
and programs and lack of follow-up on students! attainment
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of long-range goals have contributed to doubts about the 
effectiveness of basic skills programs.26
Summary of Features Enhancing Success 
In the late 1960s to the mid-1970s, developmental/ 
remedial programs to assist academically deficient college 
students were poorly conceived, poorly planned and poorly 
implemented and rarely evaluated. Since the mid-1970s, 
these programs have become more effective as a result of an 
increase in the number and quality of studies which analyzed 
effective programs’ characteristics. Effective characteris­
tics were identified as learning centers, strong leadership, 
effective assessment and placement systems, progress stand­
ards, student-centered programs and highly-trained teachers. 
The key to program success has been identified as teacher 
attitude, quality and behavior. One successful educational 
program designed to improve quality has been established at 
Florida's Miami-Dade Community College. Miami-Dade's "Stan­
dards of Academic Progress" is an inclusive system for 
classifying academic standing so that students experiencing 
difficulties can be identified and helped. This program 
attempts to motivate the students to higher achievement by 
alerting them immediately when their performance is unsatis­
factory. In addition, students choosing to enroll in the 
program receive a tuition refund. Support services are then 
provided to the students to help them overcome their diffi­
culties. Students who continue to perform below standards, 
despite additional support and academic probation, are sus­
pended or dismissed.
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Evaluation of Developmental Programs 
College psrogzreitis end comrses thet essi.st students * 
development of entry-level skills in reading, writing, 
English and math are not new to higher education. The 
issues involving underprepared college students and higher 
education's responsibility to provide appropriate education­
al opportunities for their students have been an integral 
part of the development of higher education in the United 
States. Brier established the first presence of underpre­
pared students in American colleges during the nineteenth 
century. As early as 1828, the Yale Report called for an 
end to the admission of students with defective prepara­
tion. 27 Harvard University began its freshman composition 
course in 1874 after the faculty voiced a dissatisfaction 
with writing of upperclassmen. In 1890, the College 
Entrance Examination Board was established in hopes of 
achieving uniform admission standards for all American 
colleges. Nevertheless, by 1907, one—half the entering 
classes at Harvard, Yale and Columbia Universities failed to 
meet the colleges' admission standards.28
Unsuccessful Developmental Programs 
The studies examined presented accounts of both 
success and failure of developmental education programs in 
higher education. Losak, Hamil, Craig, and Biddar pointed 
out that little evidence is shown supporting the con- 
tention that such pirogxains helped. the student to achieve
R e p ro d u c e d  with perm iss ion  of th e  copyright ow ner.  F u r th e r  reproduction  prohibited without perm iss ion .
4 3
academic success. The general ineffectiveness of such 
efforts in remediation was well documented.
Based on his research at Miami-Dade Junior College, 
Losak found that one semester of remediation in an English 
course had little effect in raising the quality point 
average during the next semester and did not produce any 
meaningful difference in student attrition. He also noted 
that the experimental group did not earn a significantly 
higher proportion of passing grades than did students in the 
control g r o u p . This emphasized that developmental 
programs should not be limited to an intensified program 
during a single semester of a single year.
Hamil conducted an in-depth study of the developmen­
tal program at Guilford Technical Institute in Jamestown, 
North Carolina. Performance data were secured for students 
who had attended the institute during the period 1971-1976. 
The performance of three groups of students was examined:
(1) those who required and took developmental courses, (2) 
those who did not need nor take developmental courses, and 
(3) those who needed, but did not take developmental 
courses.30 The findings of this study indicated that the 
performance of students in developmental courses could be 
used as a predictor of their performance on curriculum 
courses. This developmental program produced only marginal 
benefits. The GPA of group three students was only frac­
tionally better (two percent) than that of those in group 
one* Performance in coimuuniCcitions coursos w&s found to
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more useful as a predictor than was that in computational 
courses.31 The relationships between developmental com­
munications courses and curriculum communications courses 
were significant (P < .05). The relationships between de­
velopmental computational courses and curriculum computa­
tional courses were significant (P < .10).33 The findings 
emphasized the inability of the developmental program to 
offer the students with high levels of deficiency a truly 
open door for postsecondary education.
Craig conducted an assessment of developmental educa­
tion programs in selected urban community colleges in 
Virginia. The study was carved out within the framework of 
three variables: academic performance, persistence and ex­
pressed attitude toward instructor and instruction, counsel­
or and counseling, and the total program. The major find­
ings of the study showed that the developmental programs 
studied did not make a significant difference on the academ­
ic achievement of developmental students when compared with 
high-risk students who chose not to enter developmental pro­
grams. Students in developmental programs did not earn sig­
nificantly higher grades than did high-risk students in non- 
developmental programs. The difference in the mean grade 
point averages of the two groups was not statistically sig­
nificant. A pattern of successive improvement of mean GPA's 
for each of the groups within the colleges studied could not 
be established.33
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Biddar directed a study at Union County College in 
New Jersey to compare students who successfully completed a 
developmental writing course with those who did not in terms 
of their achievement in college-level English courses. The 
population was defined as those students tested with the New 
Jersey Basic Skills Placement Tests who enrolled in a 
suburban New Jersey community college in the Fall of 
1980.^4 The groups consisted of students who enrolled and 
successfully completed a developmental writing course, 
students identified as needing developmental writing but who 
did not enroll in the course, and students identified as not 
needing the developmental writing experience. The study 
conclusions indicated that remedial instruction had no 
significant effect on subsequent academic performance.
Students not enrolled in developmental programs per­
sisted in college to a greater extent than did developmental 
program students, although there was no statistically sig­
nificant d i f f e r e n c e . 35 There was no significant differ­
ence in attitudes toward instructors and instruction, coun­
selors and counseling, and the total p r o g r a m . 3 6
Successful Developmental Programs
On the other hand, evidence has been amassed that re­
affirms the conclusion that remediation can and does make a 
valuable contribution. Studies support the idea that 
students who complete needed remedial courses tend to per­
sist in school at a higher rate, achieve higher grade point
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averages, and complete more of their nonremedial courses 
than do those students who do not complete or do not enroll 
in needed remedial programs. Further, those students who 
complete remedial courses tend to improve on posttests and 
perform about as well in subsequent college-level courses as 
do those students not needing remediation.37
Thompson attributes the success of freshman students 
at Vincennes University to the developmental programs. 
Mandatory enrollment in developmental courses is supported 
by faculty and administration because they believe it is 
unfair to permit a student to undertake a course for which 
he or she is not prepared. The axiom is that students are 
to succeed, not fail. Sixty-five percent of Vincennes 
University's full-time freshman students graduate, according 
to the registrar's r e c o r d s . 38 The university enrolls 
approximately 1,800 full-time freshman students each fall. 
Another six to eight percent transfer after two years with­
out meeting graduation requirements, and many occupational 
students accept job offers without graduating. Vincennes 
University is an "open-door" institution and 60 to 70 per­
cent of the freshmen come from the lower half of their high 
school classes.39
The high percentage of students who graduated from 
Vincennes is one measure of evidence of success. Other 
measures of success are equally as significant. For exam­
ple, the occupational graduates of 1976 were all, except for 
4.2 percent, employed within two months of graduation.
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Students who enroll in developmental reading have as high or 
higher rate of success (completing an educational goal) as 
do students not required to enroll in developmental reading. 
In the fall of 1978, 1,649 students transferred to 95 
colleges and universities, winning scholarships to such 
institutions as Massachusetts Institute of Technology, Yale 
and Harvard-Radcliff.40
New Jersey Offers Model Program
The State of New Jersey has responded uniquely to in­
adequate basic skills levels of entering college freshmen. 
While many colleges in the United States have established 
testing programs and offered remediation for those who need 
it, New Jersey has the only coordinated, statewide higher 
education effort of mandatory testing, remediation, and 
evaluation. The New Jersey Basic Skills Council, formed in 
1977, translated the test results of 47,725 students enter­
ing higher education in the Fall of 1 9 7 9 . 4 1  Performance 
was categorized into one of the three groups: appears pro­
ficient in basic skills tested: demonstrates proficiency in 
some areas tested; and demonstrates a lack of proficiency 
serious enough to indicate a clear need for remediation.
Data were presented for the total state and types of 
institutions (two-year colleges, state colleges, New Jersey 
Institute of Technology, and Rutgers University) for the 
following tests: reading comprehension, sentence structure,
logical relationships, essay, composition, total English, 
computation and elementary algebra. The following con-
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elusions were reached: a substantial proportion of New
Jersey students entering college are not proficient in the 
basic verbal and mathematical skills necessary to perform 
college-level work; deficiencies are present at both two- 
year and four-year institutions. The council developed an 
annual questionnaire to be completed by the colleges. It 
requires information on the number of students tested, 
identified as needing remediation and enrolled in remedial 
courses, and college policies regarding remedial/develop- 
mental education (e.g., whether graduation credit was given 
for remedial courses). This questionnaire, which collects 
data on the character of remedial programs, is due to the 
Basic Skills Council in March of each year. It reports on 
the cohort of freshmen who entered the previous fall.^2
In 1980, the council formed an Assessment Advisory 
Committee to coordinate the process of gathering data and 
reporting on remedial program effectiveness. The committee 
was composed of institutional researchers, basic skills 
coordinators, faculty members, and Department of Higher Edu­
cation staff. After reviewing and refining the annual ques­
tionnaire, the committee prepared "The Guidelines for Prepa­
ration of Institutional Report on Remedial Program Effec­
tiveness." Complete with definitions and sample tables, 
these guidelines request information on both process and 
outcome. The six outcome variables include: (1) passing
grades on remedial courses, (2) attrition rates, (3) grade 
point averages, (4) ratio of credits earned versus credits 
attempted, (5) pre and posttesting, and (6) performance in
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subsequent nonremedial college-level courses. Among the 
council's findings on the character of remedial programs for 
the Fall, 1982, among entering full-time freshmen, the 
percentages of students needing remediation are as follows: 
thirty-four percent in reading; thirty percent in writing; 
thirty percent in computation, and thirty-one percent in 
elementary algebra. Eighty-one percent of the full-time 
students who were identified by the colleges as needing 
remediation were enrolled in appropriate remedial courses 
within two semesters. The following percentages by subject 
matter are presented: eighty-four percent in reading;
ninety-one percent in writing; seventy-nine percent in com­
putation, and seventy-one percent in algebra.
The basic skills policies and practices at some 
institutions were cited by the Basic Skills Council. These 
included low placement criteria and allowing skills- 
deficient students to enroll in college-level courses. In 
response to the Basic Skills Council report, the Department 
of Higher Education contacted each college regarding the 
specific issues raised. Most of the colleges then provided 
the department with plans to improve testing and enrollment 
data by changing registration and tracking systems, estab­
lishing new offices responsible for testing, or implement­
ing more stringent policies in the areas of testing and sub­
sequent enrollment of skills-deficient students in remedial 
courses. In addition, several colleges raised their
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placement criteria to levels similar to those recommended by 
the Basic Skills Council.44
After continuous updates and developmental program 
changes, data were presented to show that remediation can 
and does help students. In comparison to those students who 
needed remediation, but did not complete it or did not 
enroll in remediation class, students completing remediation 
were much less likely to drop out of college after one 
semester and much more likely to complete college-level 
courses for credit and receive higher grade point aver­
ages. 45
Lesnick undertook a study to determine the effective­
ness of three developmental reading course options at the 
Annandale Campus of Northern Virginia Community College.
The options were a course in reading improvement, a verbal 
studies laboratory, and simultaneous enrollment in both. 
Reading comprehension improvement, as measured by postcourse 
scores on a Cloze-type test, adjusted for precourse scores, 
was the dependent variable; student status and sex, and the 
courses options selected, were used as primary independent 
variables and were studied by an analysis of covariance with 
interactions tested. By use of the analysis of covariance, 
no significance was found at the .05 level between the 
mutually exclusive course options with respect to reading 
comprehension improvement; however, t-tests performed upon 
the unadjusted means of the pre and posttreatment Cloze
5COx6S fOi' 6S.Cii Of tlie thxBS yXCUpS SiiGvvBu that 6aCh Of the
course options did have a significant effect at the .05
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level in improving the reading comprehension of the students 
in the sample.
Smith, in his study at Jacksonville State University, 
revealed that of the different sequences of enrollment in 
remedial mathematics and college algebra, the sequence in 
which students earned, on the average, higher college 
algebra grades was the one in which students who needed 
mathematics remediation took remedial mathematics before 
they attempted college algebra. The results of the study 
further indicated that those students who needed and took 
remedial mathematics stayed enrolled almost as long as those 
who did not need remediation.4?
Sally conducted a study to assess the overall effec­
tiveness of the program of academic support services provid­
ed by the Special Programs Department at California Univer­
sity of P e n n s y l v a n i a . 48 He found that academically under­
prepared students who participated in a program of academic 
support services achieved statistically significant higher 
GPA's only during their first semester of enrollment than 
underprepared students who did not participate in the 
program. During the second and all subsequent semesters 
through the tenth semester, there was no statistically sig­
nificant difference between the GPA's of program students 
and nonprogram students.
Also, underprepared students who participated in a 
program of academic support services experienced signifi-
v«4> 1 1 ^><1 /nvn ^-J tro t roo a +- ea -i v* i n  i 4- l a  1
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enrollment than underprepared students who did not 
participate in the program. The five graduation rates were 
based on the number of students who entered California 
University during the five-year period 1978-1982.50
Summary of Evaluation of 
Developmental Programs
Remedial education is not a new concept. As early as 
1874, Harvard University offered freshman composition to 
remediate writing deficiencies of upperclassmen.51 Numer­
ous studies document the general ineffectiveness of develop­
mental programs in higher education. In fact, one study by 
Craig found (1) not only that the developmental programs 
studied did not make a significant difference in academic 
achievement of developmental students compared with defi­
cient students who chose not to enter developmental pro­
grams, but (2) deficient students not enrolled in develop­
mental programs persisted in college to a greater extent 
than did developmental program students.52 Another study 
by Biddar concluded that remedial instruction had no signif­
icant effect on subsequent academic performance.53
However, there is a considerable body of evidence 
which reaffirms the conclusion that remediation can and does 
make a valuable contribution. Five studies cited in this 
chapter support the idea that students who complete needed 
remedial courses tend to persist in school at a higher rate, 
achieve a higher grade point average, and complete more of 
their nonremedial courses than do those students who do not
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complete or do not enroll in needed remedial programs. 
Another study by Thompson attributes the success of freshmen 
students at Vincennes University to the developmental 
p r o g r a m . 54 it appears the degree of success of these 
programs is largely dependent upon the commitment and 
quality of specific program characteristics.
Demographic Groupings and Remediation 
The demographic groupings include the number of 
students enrolled in developmental courses; age, sex and 
race variables; and persistence and grades.
Number of Students Enrolled 
in Developmental Courses
High percentages of freshmen student enrollment in
remedial course work has been reported in the literature.
In a report to the Louisiana Board of Regents, Myers found
that about 40 percent of Louisiana's college-bound high
school students are not fully prepared for college-level
a  >*« oc+'ima+'oc wat-V anrvrAy—J. S4i W U U i l C l w v O  W 1 1 U  W  f K A  w n  i. N / A
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crease their academic skills to the level required for 
success in college-level work. Likewise, in Mississippi, 
the Board of Trustees of State Institutions of Higher Learn­
ing has found that about one-third of the freshmen enrolled 
in Mississippi1s eight public universities take remedial 
courses.55 Barton, in his study of the effectiveness of 
developmental programs at the Tidewater Community Colleges
R e p ro d u c e d  with perm iss ion  of th e  copyright ow ner.  F u r th e r  reproduction  prohibited without perm iss ion .
5 4
in Virginia, found that of 5,735 students, 1,555 or 27.1 
percent enrolled in at least one developmental course.56
The Task Force on Remedial Education in Virginia re­
ported that at the community colleges, remedial enrollments 
averaged 16 percent of total enrollments, with a range from 
five percent at Virginia Highlands and Southwest Virginia 
Community Colleges to 35 percent at Dabney S. Lancaster 
Community College. Seven senior colleges and universities 
report no remedial activity. Remedial enrollments at the 
other senior institutions range from one percent at George 
Mason University to 29 percent at Virginia State University. 
The two traditionally black universities have the highest 
proportion of students in remedial education among the 
senior institutions in Virginia, reflecting their mission of 
providing educational opportunities for students histor­
ically excluded from higher e d u c a t i o n . 57 old Dominion 
University reported 886 remedial students which represented 
six percent of the total student population.58
Asta _ C n v  , “Da V an *  a K l o cv - w  • w w
The Task Force on Remedial Education in Virginia 
found that remedial courses serve students at all ages. At 
the community colleges one-third of all remedial students 
are twenty-five years or older, returning to higher 
education or starting college work for the first time. The
majority of remedial students are from the traditional
college-age population. With the exception of Northern
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Virginia Community College, the proportion of remedial 
students ages seventeen through twenty-one exceeded the 
percentage of all students from this age range enrolled at 
each college and university. Remedial students enrolled in 
mathematics tend to be older than those in English; the 
percentage of seventeen through twenty-one year-olds 
enrolled in remedial English was greater than the proportion 
for mathematics in all but four institutions. The dis­
proportionate representation of remedial students ages 
seventeen through twenty-one emphasizes the strong 
relationship between recent educational experiences in 
secondary schools and the lack of skills needed for 
college-level work.59
Clarke investigated the effectiveness of remediation 
in reducing the risk among skills-deficient college freshmen 
of different ages. Twenty-five percent of the entering 
class of the University of Massachusetts, Boston, were iden­
tified as skills-deficient, based on scores on the Clarke 
Self Assessment Survey and a written diagnostic test. Of 
the 258 students, 148 were eighteen or nineteen years of 
age, while 110 were twenty years or older.60 During their 
first semester, students' participation in voluntary 
remediation programs was monitored, along with first 
semester persistence rates and grade point averages. For 
older students, but not for younger students, participation 
in remediation was associated with high rates of persistence 
in academic courses. In addition, older students with high
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rates of hourly contact with remedial activity, and younger 
students with moderate hourly contact, received higher GPAs 
than students of all ages participating at low rates.61 
The findings suggest that older skills-deficient students 
may be distinguished from similarly deficient younger 
students by differences in purpose or motivation. Clarke 
suggests that by virtue of their determination to forward 
their education, older students may bring to college study 
qualities of motivation that counter-balance the effect of 
their inadequate preparation.62
Descriptors by sex continue to show a steady enroll­
ment decline of men and an increase in women.63 However, 
evidence indicates there is a higher percentage of men par­
ticipating in remedial programs than women.64 Barton 
found that of 5,735 entering freshmen in Fall, 1980, 41.5 
percent were male and 58.5 percent were female. However, of 
those students receiving remedial courses, 51 percent were 
male and 49 percent were female. So, while females predom­
inate in the total group of entering freshmen, within the 
developmental group there is a considerably higher propor­
tion of males.65
Black and other minority representation is dependent 
on regional variables, but generally these groups are pro­
portionally overrepresented. Whites constitute the large 
majority of developmental s t u d e n t s . 66 Barton found 
college-wide that 69 percent of entering students were white 
end 31 percent were nonwhite. In terns of developmental
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studies enrollment, a significant association with race was 
found. Forty-four percent of nonwhites were developmental 
enrollees compared with 23 percent of whites.67
Hamil found age, sex and race to have a significant 
effect on the student's performance. In terms of signifi­
cant occurrences and levels of persistence, race had the 
strongest relationship. Whites achieved a significantly 
higher performance level in developmental and curriculum 
courses than nonwhites.66
As cited earlier by Blake, changing fertility 
patterns have resulted in shifts in the age structure of the 
total population. In 1960 and 1970, approximately 38 
percent of all Americans were under nineteen years of age.
By 1980, this had dropped to 32 percent, almost back to the 
1950 level.69
The demographic changes have had different impacts on 
the racial groups. The decline in college-age youth has 
been proportionately greater for whites than it has been for 
minorities, thus changing the composition of the pool of 
college-age youth. Among white youth, the proportion of the 
population under nineteen years of age rose from 33 percent 
in 1950 to 38 percent in 1960, then declined to 30 percent 
by 1980. While the black youth under nineteen years of age 
have shown a similar pattern of growth and decline, the 
changes have been very different. Blacks had 40 percent of 
their youth under nineteen years of age in 1950. This 
increased to 45 percent in 1960, 46 percent in 1970, and
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then declined to 40 percent by 1 9 8 0.
Blake points out that throughout the country, the 
racial composition of school-age population is changing sig­
nificantly. Although whites comprise an overwhelming major­
ity of school-age youth, the proportion of minority youth is 
growing.7- Given these trends, we can expect to see these 
changes eventually impact on colleges and universities, par­
ticularly in the public institutions where resources alloca­
tions are so frequently driven by enrollment.
Persistence Variable 
Student attrition rates have concerned educators, 
psychologists, sociologists, economists, students and 
parents for many years. Interest in the college dropout 
rate is one of the great contemporary issues of higher ed­
ucation because of its nationwide implications. Relevant 
studies provide the following data concerning persistence.
Mentkowski reports that institutions see persistence 
as ths 2Tssult of an involvsnisnt in is aiming thst is si. non g 
enough to withstand other environinental and personal pres-" 
sures on a student, be he or she full or part-time, tradi­
tional age or adult. And even more, they recognize that it 
is the quality and intensity of involvement in a student's 
first experiences in an institution that make the greatest 
difference in terms of retention. Retention is about 
tactics to develop academic work skills and workplace 
attitudes. 2̂ Retention research findings suggest that the 
reasons for dropping out of college are complex, overlapping,
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and involve interaction between the student and the 
institution along academic and social dimensions. Reasons 
range from poor grades and loss of interest to illness and 
financial difficulty.
During the 1980s, more than fifteen million men and 
women will enter nearly three thousand colleges and univer­
sities. Because most of the evidence from national reten­
tion studies conducted over more than four decades yields 
consistent results, it is expected that five or six million 
of these students will never earn degrees. About 40 percent 
of entering freshmen in baccalaureate-granting institutions 
never achieve a degree; about 40 percent will graduate in 
the normal four years and the remaining 20 percent will 
delay their baccalaureate. Rates of retention at community 
colleges are considerably lower than at four-year institu­
tions. 73
Rabianski-Carriuolo contends the national rate of 
persistence to graduation for students in general is around 
50 percent, but only about 20 percent for developmental 
students.74 This supports the evidence that suggests that 
while it is not only the academically underprepared students 
who drop out, remedial programs have reflected dispropor­
tionately high attrition rates. Retention of students is 
the primary concern of developmental programs. Several 
studies across the nation have been conducted to ascertain 
student dropout correctable patterns and measure the
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effectiveness of remediation on the knowledge and skill 
of developmental students. Cicco described a four-year 
study done at Westmoreland Community College in Pennsylvania 
which found that underprepared students who completed the 
prescribed remedial courses had significantly higher college 
grade point averages and completed 30 percent more credits 
(over and above the remedial courses) than the high-risk 
students who had avoided or only partly completed the devel­
opmental p r o g r a m . 75 jn addition, 32 percent more gradu­
ated. An important aspect of this program is that it 
accrued a profit generating $387,220 in revenue, while 
incurring $241,499 in direct expenses, thus providing a 60.4 
percent net return.76
At the University of New Haven, Rabianski-Carriuolo 
conducted a study on the effects of systematic intervention 
on developmental students. Forty students were randomly 
chosen as the experimental group. The students were 
generally representative of the freshman developmental 
students, with two exceptions: (1) all of the forty stu­
dents were enrolled in a developmental composition class, 
and (2) the students had elected to register during the 
final three weeks of August, 1981.77
Two composition instructors conducted this study and 
acted not only as teachers but also as informal counselors 
or mentors who tried to see that the effective and academic 
needs of the students in the experimental group were met. 
Comparisons drawn between the experimental group and the
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control group seem to indicate a trend toward improved grade 
point average and lower attrition when students receive 
special treatment such as that given by the mentors in this 
study. Pre and posttest comparisons drawn within the exper­
imental group also showed trends toward lessened writing 
anxiety and a stable educational attitude. In addition, 
following mid-term intervention, 81 percent of the students' 
grades either remained the same or rose by the end of the
semester. The use of a mentor program seems to be success­
ful in aiding developmental students.78
Grade Variable
Academic progress is measured by point average, im­
provement in particular subject areas such as reading, math 
and English; success in higher level courses, and graduation 
rate.79 Encouraging results of the effectiveness of 
remedial programs using grades as a measure of success have 
been reported by a cross-section of studies.
Christie (1979), at Dalton Junior College in Georgia, 
compared two groups of freshman students for purposes of 
grade point average differences after completion of courses. 
The first group consisted of one-third of students who had 
been assigned to the remedial learning program at the 
college. These students are referred to as special studies 
students. The second group, also numbering 173, were never 
enrolled in any remedial courses and they are called non­
special studies students. The two groups were compared at 
fifteen-hour intervals during their first academic year in
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regular college courses. The researcher expected special 
studies students would drop in grade point average after 
leaving the remedial program and entering regular college 
courses. Also, the researcher assumed that after this 
initial drop there would be a rise in GPA toward the non­
special studies students. Results of the comparison show 
two parallel lines on a graph, separated by approximately 
one-half of a grade point. No major peaks or valleys sur­
faced, only parallel lines separated by the initial GPA 
difference. These results negate the original assumption 
that there would be a drop in GPA.80
Starkie (1982) described the strategical implemen­
tation and supportive assistance of the developmental read­
ing improvement courses at C. W. Post Center of Long Island 
University. Pre and posttest scores of the Nelson Denny 
Reading Test reflect the growth in comprehension and vocab­
ulary for the semester. Significant percentile increases in 
both areas are reflected by consistent mean average gains in 
80 percent of all classes for the last three years.8  ̂
Starkie charges that success in a developmental reading pro­
gram is dependent on a variety of factors including the 
philosophy of the program, the organization and structure, 
the goals and evaluative measures utilized, the commitment 
by faculty and students and the support of the admini­
stration.
Whittle produced positive findings from a study at 
Piedmont Virginia Community College. The performance of 560
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students enrolled in developmental and credit English was 
tracked over eleven quarters, from fall, 1974 to winter, 
1977.83 Fifty-nine percent of students who initially en­
rolled in developmental English attempted a credit English 
course. Seventy-one percent passed and 65 percent did so 
with at least a nCn grade. In addition, her study revealed 
that highest grades in English were received by persons who 
had part-time enrollment patterns, had taken fewer quarters 
of developmental English, were older and were f e m a l e . 84
Summary of Demographic Groupings 
and Remediation
A review of the literature provided data concerning 
the following variables:
Enrollment. From 16 percent to 40 percent of 
college-bound high school students are not fully prepared 
for college-level work.
Age. There is a disproportionate representation of 
remedial students ages seventeen to twenty-one which points 
out the strong relationship between recent educational 
experience in secondary schools and lack of skills needed 
for college-level work.
Sex. Evidence indicates there is a higher percentage 
of men participating in remedial programs than women.
Race. Black and other minority representation is de­
pendent on regional variables, but generally these groups 
are proportionally overrepresented. However, whites consti­
tute the large majority of developmental students.
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Persistence. The national rate of persistence to 
graduation for students in general is around 40 percent but 
only about 20 percent for developmental students.86
Grades. Encouraging results of effective remedial 
programs using grades as a measure of success have been 
identified by a cross-section of studies.
This investigation will attempt to determine the 
degree to which the effects of each variable relate to the 
degree of success in developmental programs and college 
work.
Summary of the Review of the Literature 
The American educational system embraces two con­
flicting philosophies. As a result of the philosophy that 
has been adopted, the presence of large numbers of underpre­
pared students have required the development of remedial 
education programs. The major characteristics of develop­
mental program students has been identified as poor high 
school crir&doS/ lowciSt third of high school, grsdusting 
classes on tests and in acaderp.ic ability- poor reading 
skills, poor scores on college entrance and placement 
examinations and a history of educational disadvantages.
Early remedial education programs were poorly con­
ceived, poorly planned and poorly implemented and rarely 
evaluated. An increase in the quality and number of studies 
analyzing effective program characteristics has contributed 
to more effective remedial programs. The most effective 
characteristic has been identified as student-centered
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programs with highly trained, committed teachers. Although 
some success was found utilizing these features, little 
success was found in developmental programs which did not 
build on content that students conceived as useful and 
interesting.
Other studies, however, contend that developmental 
programs on the college level had been generally ineffec­
tive. In fact, some researchers have concluded that 
remedial instruction has no significant effect on subsequent 
academic performance. These findings notwithstanding, there 
is a considerable body of evidence which reaffirms the con­
clusion that remedial programs can and do make a valuable 
contribution. It appears that the degree of success of 
these programs is largely dependent upon the commitment and 
quality of specific program characteristics.
In addition to program characteristics, a review of 
the literature provided data concerning six key variables in 
this study. These variables are enrollment, sex, age, race, 
persistence and grades. Research findings in the variables 
reveal: (1) from ten percent to 40 percent of college-bound
high school students are not fully prepared for college- 
level work, (2 ) a higher percentage of men participate in 
remedial programs than women, (3) even though minority rep­
resentation is generally overrepresented, whites constitute 
the large majority of developmental students,87 and (4) 
the national rate of persistence to graduation for students 
in general is around 40 percent but only about 20 percent
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for developmental students.88 An attempt will be made to 
determine the degree to which the effects of each variable 
relate to the degree of success in developmental programs 
and college-level work. In the next chapter the analysis 
and the implications of the data will be explored.
Organization of Chapter III 
In the following chapter, a review of the purpose of 
the study and the questions implicit in the research will be 
given. In addition, data collection procedures and vari­
ables under investigation are presented. Finally, hypothe­
ses are stated, and the plan for the treatment of the data 
is provided.
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CHAPTER III
METHODOLOGY
The purpose of this study is to assess the effec­
tiveness of the reading and writing developmental programs 
at Old Dominion University. Measures of academic success 
are utilized to evaluate the effectiveness of the develop­
mental reading and writing programs. A validation of 
remedial courses has been established through the use of 
measures of academic success following the support program.
As Robinson points out, remedial instruction must 
necessarily stand or fall on the basis of one single cri­
terion— measures of academic success.^ The developmental 
programs evaluated exist to help students correct academic 
deficiencies, enabling them to complete college-level 
ccurss v-7C2t3c ulti—5tsly Iscicis to succss sfuX coiHpXstXoii
» h a r r a  1 a n r e a  f o  r l o n r o o  n r n r r r a m  .— —      _ -- -̂- ir— Zf--- •
In order to draw conclusions about the evident 
results of program participation, this study examined the 
academic performance of program participants as measured by 
grades, persistence and graduation rate. While use of only 
these measures represents a limited conceptualization of 
education attainment, it does focus on the behavioral out­
comes which the programs are designed to effect. Cultural
73
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variables of age, sex and race considered in the study were 
examined in regard to their relevance in explaining the 
student's performance. Colleges and universities have been 
held increasingly responsible to funding agencies and the 
public to provide curriculum and instruction that will 
enable all students, regardless of background, to succeed 
academically. Because of this, developmental education 
programs must include means of measuring the degree of 
success or failure. This study has engaged in extensive 
institutional research as the most direct means of pro­
gressing toward the realisation of this goal.
The Setting
Old Dominion University had its formal beginning in 
1930, as the Norfolk Division of the College of William and 
Mary, although afternoon and evening extension courses had 
been offered as early as 1919 for teachers and adult study 
groups in the area. But it was not until 1954 that the 
school was authorized to offer baccalaureate programs. In 
1962, the institution gained its independence from the 
College of William and Mary by state legislative action. A 
governing board was appointed, and the school was autho­
rized to operate as an independent state institution. 
Shortly thereafter, the school's Board of Visitors adopted 
the name Old Dominion College. In June, 1968, the Board 
authorized that the name of the institution be changed to 
Old Dominion University, effective September 1, 1969.2
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Old Dominion University is a state-supported urban, 
regional university located in Norfolk, Virginia. The 
institution enrolls more than 15,000 students annually.
Its mission as stated in the 1980-81 University Catalog 
is:
A university is a place of learning. If it is truly 
great, it has men and women of wisdom and courage, 
with a vision of the future, who have mastered the 
path leading to the attainment of that vision. It has 
an exciting, imaginative, and creative faculty. It is 
dedicated to excellence. It lives on the frontiers of 
discovery, serves with distinction, and teaches with 
relevance and purpose. It is especially concerned 
with its students. It offers them the opportunity and 
encouragement to acquire to their fullest capability 
the knowledge and understanding to meet the problems 
and secure the advantages of life.
Old Dominion University, committed to this ideal, is 
an urban university with the primary mission of 
meeting the educational and professional needs of its 
students and the region through excellence in 
teaching, scholarly research, and leadership in 
community service.3
Old Dominion University is a selective institution. 
Myers defines a selective institution as one which admits a 
majority of the applicants who meet some specified level of 
academic achievement or other qualifications above and 
beyond high school graduation. Many of these students are 
well prepared for college and quite a few are not.'* Old 
Dominion University admits students with combined SAT 
scores of 850 who are in the top half of their high school 
classes. In addition, students must have a minimum "C" 
average in secondary school course work. Admission 
standards are designed to allow the recruitment of a 
heterogeneous student population.
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Student Grading 
Grades at the end of each term are assigned accord­
ing to the following letter systems:









U None Unofficial withdrawal
W None Official withdrawal
The quality point average is calculated by dividing 
the accumulated number of quality points earned by the 
accumulated number of credit hours attempted. Grades of F 
and repeats are included, but withdrawals and grades on 
noncredit courses, nondegree credit courses, and pass-fail 
degree credit courses are not included.5
The Old Dominion University Writing Program 
In response to a growing concern for the quality of 
students' writing, a comprehensive writing skills program 
was initiated at Old Dominion University in 1978.6 The 
program is implemented not only by the instructional staff 
of the Writing Center, but by all University faculty, since 
the University recognizes that an effective writing program 
is an ongoing process that forms an integral part of the 
student's overall academic perparation.
As part of the effort to upgrade students' writing 
ability, the University has established procedures for an
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initial writing assessment (Writing Sample Placement Test), 
whereby writing samples of students are analyzed to 
determine the appropriate writing course assignment for 
each student. Those students whose writing proficiency is 
not at the level expected of college students are required 
to take instruction in basic writing skills (Writing 050) 
before entering the traditional English composition 
classes.^
The grading policy in 1980 for the remedial course 
work is as follows:
P Satisfactory. Assigned when a student
completes all objectives of the course.
Q Re-enroll. Assigned when a student has not
completed all objectives but has worked 
diligently throughout the semester. The 
student is not yet proficient to move into 
English Composition 110.
F Unsatisfactory. Assigned when the student
has made unsatisfactory progress.
U Unofficial withdrawal from class.
W Official withdrawal from class.
Students may re-enroll as many times as necessary to 
complete the instructional objectives of the course. Less 
than ten percent of the 050 students find it necessary to 
re-enroll in basic writing.®
In addition to Basic Writing 050, several develop­
mental workshops are offered to prepare students for credit 
English composition. Students' test scores in the core 
course of 050 and curricular English requirements determine 
the need to enroll in one or more of the following courses.
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Satisfactory completion of Basic Writing 050 is considered 
prerequisite to readiness for success in credit English 
110.9
A description of writing courses in General Studies 
taken from the 1980-1981 Old Dominion University Catalog 
follows:
050. Basic Writing. Three nondegree credits. This 
course is designed for students who do not meet the 
standards for the University's regular composition course. 
It affords extensive instruction and practice in basic 
writing, essay models and patterns of development, and a 
review of the fundamentals of grammar, usage, and 
mechanics.
051. Basic Composition. One nondegree credit.
This course is designed as a support system for students 
who, on the basis of review of their diagnostic writing 
tests, are weak in some aspects of basic writing but who 
otherwise qualify for English 110. It is to be taken in 
conjunction with English 110.
052. Punctuation. One nondegree credit. This is a 
course designed to help the writer develop strategies for 
using conventional punctuation in expository writing. The 
student examines the functions, forms, and styles of 
punctuation, and develops skill through exercise drills as 
well as writing and editing practice.
053. Spelling. One nondegree credit. This course 
helps the writer overcome spelling difficulties. The
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student analyzes his/her own needs with the aid of 
diagnostic tests, and follows a program of exercises 
designed to develop strategies for coping with spelling 
problems.
054. Word Usage. One nondegree credit. This is a 
course designed to help the writer in his/her choice of 
words in writing. Particular attention is given to 
developing strategies for simple and effective expression. 
This is not a course designed to increase vocabulary, but 
rather one that helps the student use effectively the 
vocabulary already acquired.
055. Vocabulary. One nondegree credit. This 
course is designed to increase the writer's vocabulary.
The student learns lexicalization rules and reviews 
morphological structure, and has ample opportunity to 
practice using the "new words" discovered by him/her in 
reading and listening exercises.
056. Writing Process. One nondegree credit. This 
is a course designed to help the writer write more easily 
and quickly. Students who hate to write or who suffer from 
writer's block learn to write with ease. The psychological 
processes that accompany the composing process are 
examined, and strategies are developed to cope with stress 
and anxiety while writing.
057. Syntax. One nondegree credit. This course is 
designed to increase the writer's ability to understand and 
use complex sentence structures. Sentence-building and
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sentence-combining exercises help the student develop the 
ability to make effective use of English syntax.
058. Organizing the Essay. One nondegree credit.
In this course the student examines the conventional ways 
of organizing the content of expository writing.
Particular attention is given to logical sequence and 
coherence, and the writer acquires skill through practice 
in structuring written material.
059. Writing the Academic Paper. One nondegree 
credit. Student writers in this module investigate the 
forms of documentation, the audience perspective and other 
conventions that apply to academic writing.
060. Writing Practice. One nondegree credit. 
Students who need writing practice to correct a variety of 
minor problems of writing mechanics are given the oppor­
tunity to write on a range of topics and to share ideas 
regarding strategies for overcoming particular problems.
061. Written Forms. One nondegree credit. This 
course is designed to aid in overcoming problems related to 
perceptual difficulties in recognizing and producing 
written forms.
062. Revising and Proofreading. One nondegree 
credit. The different strategies available to the writer 
who needs to be able to revise and proofread quickly and 
effectively are discussed and practiced in this work­
shop. 10
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The Old Dominion University Reading Program 
•The College Reading Improvement Program at Old 
Dominion University consists of four courses: ECI 062,
063, 064, and 065. The program is designed to aid those 
freshmen whose reading skills (comprehension, vocabulary, 
study skills and reading rate) warrant improvement in order 
to facilitate academic success at the college level. The 
majority of the freshmen enrolled in this course have 
college board verbal scores below 425. Seventy-five 
percent have been accepted with probationary status in what 
is known as the Academic Opportunity Program (AOP). One 
condition for admittance is enrollment in College Reading 
Improvement class. Students are administered the McGraw- 
Hill Basic Skills Systems Tests (Comprehension and Vocab­
ulary Subtests during the Freshman Preview) .1̂-
A score below the 70th percentile of the national 
norms on the Vocabulary Subtest warrants taking 064 and 
possibly 065; the Reading Comprehension Subtest scores for 
this group are at or above the 70th percentile. If the 
Reading Comprehension Subtest scores are below the 70th 
percentile, but the Vocabulary Subtest results are above 
the 70th percentile, 063 and possibly 065 are recommended 
for the student. However, the majority of those people 
tested during the Freshman Previews score below the 70th 
percentile on both subtests and are advised to enroll in
the 062 class. -̂2
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Academic Opportunity Program students are required 
to pass the Reading Improvement class. If they fail or 
receive an incomplete grade without rectifying this status, 
they are not qualified to be a sophomore at Old Dominion 
University.
While most of the students enrolled in the Reading 
Improvement courses are AOP, non-AOP freshmen whose verbal 
scores on the Scholastic Aptitude Test are below admission 
standards are advised by academic counselors to take a 
Reading Improvement c o u r s e . ^3
Grades in the Reading Improvement Program are des­
ignated as “Pass"— "Fail." The following description of 
the developmental reading courses was taken from the 1980- 
1981 Old Dominion University Catalog:
062. Reading Improvement. Lectures three hours; 
three nondegree credits. The course is designed to develop 
and enhance higher-level reading skills. Emphasis is upon 
vocabulary development, reading comprehension, and rate.
The course is open to all students. Lectures, demonstra­
tions, and individual skill practice are provided.
063. Rate Development and Flexibility. Lecture/ 
laboratory one hour; one nondegree credit. A twenty-hour 
laboratory course designed to develop flexibility in 
approaches to different reading tasks. Four purposes for 
reading are identified: reading for general information, 
study-type reading, skimming, and scanning. The program is
,3 ** m ^  ____ _ .1 * . ^  —  1- —  _. —  - —  — .
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064. Vocabulary Development and Spelling. Lecture/ 
laboratory one hour; one nondegree credit. A laboratory 
course designed to improve vocabulary and spelling skills. 
Diagnostic tests are administered to determine 
instructional needs, and an individualized program of 
material is utilized to improve students' skills.
065. Systems for Study; Developing Study Skills. 
Lecture/laboratory one hour; one nondegree credit. A lab­
oratory course designed to improve study skills. Study 
strategies include problem solving, listening, note taking, 
underlining, and referencing. Diagnostic tests will 
determine areas of student weakness.14
The Old Dominion University Academic 
Opportunity Program
The Academic Opportunity Program (AOP) established 
in 1974, was initiated to allow flexibility in admitting 
minority and other students whose standardized test scores 
did not meet the University's general level of expectation, 
but who otherwise demonstrated promise of success.15 
Students in AOP are provisionally admitted and provided 
remedial courses and support services to ensure academic 
success. Other students with deficiencies also take 
remedial courses.16
Regular and AOP students with deficiencies are 
identified by having SAT and placement test scores below a 
minimum standard established by the university. Regular 
students are recommended for remedial reading if their
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verbal SAT scores are below 420 and scores on the reading 
test are below University standards. AOP students with SAT 
scores below 300 on the verbal SAT and test scores below 
specified standards are required to take remedial reading. 
For English, all students must complete a writing sample, 
and those judged inadequate must take remedial work. A 
mathematics diagnostic test is administered to all AOP 
students, and those scoring poorly are required to 
remediate. Other students with SAT scores below 370 on the 
verbal section must complete the diagnostic test but are 
not required to take a remedial course.^
The School of Education administered the remedial 
reading and mathematics programs through the Department of 
Education Curriculum and Instruction. The Director of the 
Writing Center is responsible for the remedial English 
program and reports to the Dean of the School of General 
Studies.
The Old Dominion University 
Special Services Program
Special Services, initiated at Old Dominion Univer­
sity on September 1, 1980, is an academic support program 
funded by the United States Department of Education. The 
program's purpose is to retain and graduate low-income, 
first generation college, and physically disabled students. 
Further, the program assists its participants in the real­
ization and development of their potential, interests, and 
the achievement of their cuUCatj.on5 l a.ncl ceireeit 1 s • ~ ̂
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To assist program participants in succeeding 
academically and graduating with a degree in the career 
field of their choice, the following support services and 
activities are provided at no cost to program participants:
1. Counseling . . .  to assist in meeting academic, 
personal/social, career, and/or financial needs;
2. Free Peer-Tutoring . . . offered in various 
subject areas specifically in math, science, engineering, 
and business;
3. Individualized and small group instruction . . . 
for improvement of reading, writing, and math skills;
4. Study skills seminars . . .  for improvement of 
study habits, test-taking skills, and learning how to 
manage time wisely;
5. Seminars relevant to participants' needs . . .  
on such topics as financial aid and career planning;
6 . Educational and cultural enrichment activities
. . . which include field trips to graduate schools, plays, 
ballet performances, concerts, and historical sites.19
Special Services' fact sheet states the following as 
its philosophy:
The Special Services staff believes that non- 
traditional students admitted to Old Dominion 
University have the potential for academic success. 
During the daily routine of working and studying, 
these students encounter many negative factors that 
are associated with academic failure. These negative 
factors include: (1 ) deficient academic skills, (2 ) a
low self-esteem, (3) a feeling of loneliness and 
isolation, (4) family problems, and (5) confusion 
regarding career choice and inability to pursue long-
m  *** M  A  ^  J  A  «• A  J rm A  M  4  M  ̂  n^vaxo uaxucj. auvci dc xx. vwutto •
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Unfortunately, many nontraditional students are unable 
to cope or resolve these problems. The frustration 
that they experience many times leads to academic 
probation, suspension, or withdrawal from the unrver— 
sity. The staff believes that through the program's 
support services, students will be retained by and 
graduate from Old Dominion University.20
Special Services is designed to fit the University 
in a way that it is not perceived as an "add-on", but an 
integral part of the University experience. It has access 
and uses the resources of every office on campus that has a 
student affairs responsibility, including academic 
departments.21
Organization of Data, Hypotheses, and 
Utilization of the Statistical 
Procedure
The research population for this study consists of 
all new, full-time and academically underprepared students 
enrolled in the reading and writing programs at Old 
Dominion University. The time span extends ten semesters 
from fall, 1980 to winter, 1985. The overall population
c ^ c  1 C O C  -P i >*c+’ —4- i m o  - P n l  1 —^  *i m o  n r rw d  A  f  V  ^  W W M U V  f  ^  M X X  u x m v  wOaAMIWAA V i *
i f  Viio f  a 1 1 Q-f 1 9B0« T?rQm f  i g t O t S l  pOpU ̂  a + i Qn  ̂ ■PKg
investigation focuses on 240 histories of students enrolled 
in developmental writing and regular English and 259 
histories of students enrolled in reading improvement and 
regular history classes.
Data Collection Procedures
After permission was granted by University author­
ities, a computer search of student records was completed.
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The information needed (grades, age, sex, race and 
graduation date) to analyze the performance of the research 
population was then obtained.
A search of the entire population (748 developmental 
reading and writing studies students) was completed in 
preparation for this study. While reviewing the collected 
data. 437 student histories containing evidence to be 
included in the study were selected for tabulation and 
analysis. Selection was based on the following criteria:
1. All students enrolled in developmental writing;
2. All students enrolled in developmental reading;
3. All students participating in the Old Dominion 
University Special Services Program who were enrolled in 
developmental reading and/or writing.
The data were transferred from raw data to a study 
data file. There were 437 records in the file. The 
computer terminal facilities at the Arts and Letters 
Building at Old Dominion Univeristy were used for trans­
ferring data into a research account. The analysis was 
performed using the statistical package, the Statistical 
Analysis System (SAS), under the IBM 4381 computer.
Variables Under Investigation
Variables in this research study were operational­
ized in the following way:
Age. Chronological age expressed in years at the 
time the study was made; four groups were categorized as
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follows: seventeen through twenty-one; twenty-two through
twenty-six; twenty-seven through thirty-one; over thirty- 
one.
Grades and Quality Point Average. Compared by using 
these values: A, 4 quality points/course hour; B, 3 
quality points/course hour; C, 2 quality points/course 
hour; D, 1 qualiuy point/course hour; F, 0 quality points/ 
course hour.
Persistence. Number of semesters of enrollment.
Race. Categorized as white and nonwhite.
Sex. Identified as male or female.
Success. Achievement in developmental writing or 
reading classes that resulted in a satisfactory grade 
followed by achievement in a regular college English course 
or regular college history course that resulted in a letter 
grade of "A," "B," or "C."
Design of the Study
This study was conducted to provide answers to 
research questions pertaining to student grades and 
persistence in developmental reading and writing classes 
and regular college English and history classes. The grad­
uation rate was obtained for the group. Additionally, the 
study serves to determine whether or not a significant 
relationship (.05 level) exists between achievement and 
certain demographic variables. Finally, the study attempts 
to identify successful program characteristics that enhance
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student achievement. The investigation seeks to answer the 
following questions:
1. How many students who were entered in the fall 
semester of 198 0 were scheduled in reading and/or writing 
developmental education classes?
2. What are the characteristics of students in one 
or both developmental courses in comparison to other 
students on the variables of age, sex and race?
3. Are these variables of age, sex and race in 
developmental studies courses associated with success as 
defined by grades received?
4. Is there an association between student develop­
ment course grades and persistence at the University?
5. Is there an association between the level of 
success in developmental reading and writing courses and 
subsequent performance in English 110 and college-level 
history?
6 . Is there an association between success in 
developmental program courses and graduation rate?
7. Is participation in the Special Services Program 
associated with success rates of developmental students?
Assumption. A majority of students enrolled at Old 
Dominion University are not academically deficient.
Null Hypotheses Tested
Hypothesis 1. There is no statistically significant 
difference between success as defined by grades received in
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developmental courses and the demographic variables age, 
sex and race.
Hypothesis 2 a . There is no statistically signifi­
cant association between success as defined by grades 
received in developmental reading courses and persistence 
in number of semesters at Old Dominion University.
Hypothesis 2 b . There is no statistically signifi­
cant association between success as defined by grades 
received in developmental writing courses and persistence 
in number of semesters at Old Dominion University.
Hypothesis 3 a. There is no statistically signifi­
cant association between success in regular English classes 
as evidenced by Cj’jTclCt 2 awarded and successful completion of 
writing courses.
Hypothesis 3 b . There is no statistically signifi­
cant association between success in regular history classes 
as evidenced by grade awarded and successful completion of 
reading classes.
Hypothesis 4. There is no statistically significant 
association between baccalaureate degree graduation rates 
for developmental and nondevelopmental students.
Hypothesis 5. There is no statistically significant 
difference between success in the developmental reading and 
writing programs and participation in the Special Services 
Program.
Statistical Vehicles Utilized
The analysis of the data utilized the following
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techniques:
Assumption was tested using descriptive statistics; 
specifically percentages. Descriptive statistics allowed 
for stratification of the population.
Hypothesis 1 was tested using a three-way factorial 
analysis of variance. The three-way factorial analysis of 
variance tested for the variance between groups and 
variance within groups for demographic variables.
Hypothesis 2 a & b was tested using Chi Square 
statistics. The Chi Square tested whether or not a 
systematic relationship existed between the two variables 
of grades and persistence.
Hypothesis 3 a & b was tested using Chi Square 
statistics. Use of a nonparametric, inferential 
statistical method tested for significant relationships 
between the selected variables in the reading and writing 
programs.
Hypothesis 4 was tested using Chi Square 
statistics. The one-way Chi Square tested for differences 
in success between two variable groups.
Hypothesis 5 was tested using a two-sample T test 
which tested for differences in the mean levels of GPA.
In an attempt to categorically attest to the 
validity of the evaluation of the remedial programs and 
relative aspects, the hypotheses were constructed using the 
.05 level as the criterion for statistical significance. 
Keriinger has pointed out that the level of statistical
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significance used in research is to some extent "chosen 
arbitrarily."22 Tabachnick,1983, has indicated that in 
social science and educational research, the five percent 
of significance (.05) is often accepted as a standard for 
rejection of the null hypothesis.23 The null hypothesis 
asserts that there is no statistically significant 
relationship between two measurements- Use of the .05 
level of significance means that an obtained result that is 
significant at the .05 level will probably occur by chance 
about five times in cne hundred trials. As statisticians 
point out, the .05 level is neither too high nor too low 
for most social science researchers. The .05 level was 
originally chosen and has persisted with researchers 
because it is considered a reasonably good gamble.24 The 
summary of this chapter concludes the information presented 
here.
Summary of Methodology
This chapter presented a discussion of the back 
ground, structure and the development of the study. The 
study recognizes that remedial instruction must stand or 
fail on the basis of a single criterion: academic success.
The three measures of academic success used were grades, 
persistence and graduation rate.
The establishment and growth of Old Dominion 
University was reviewed from its formal beginning in 1930 
until 1985.25 jn addition, the admission requirements
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for incoming freshmen were shown to be a combined SAT score 
of 850, top half of high school class and a minimum "C" 
average in secondary s c h o o l . 26 Also covered was a 
discussion of the grading system used by Old Dominion 
University in 1980.
A comprehensive Writing Skills Program was initiated 
at Old Dominion University in 1978.27 Those freshmen 
students whose writing proficiency is not at the level 
expected of college students are required to take 
instruction in basic writing skills courses before entering 
the traditional English composition classes. The writing 
program consists of several developmental workshops 
administered on a pass, re-enroll or fail basis.
The Old Dominion University Developmental Reading 
Program was designed to aid those freshmen whose reading 
skills are deficient for college-level w o r k . 28 one 
condition for admittance of Academic Opportunity Program 
students was enrollment in the college reading improvement 
class. Also any other freshmen scoring below the 70th 
percentile in the nation on the McGraw-Hill Basic Skills 
Systems Tests were advised to enroll in the reading 
improvement course.29 Grades in the reading program are 
designated as "Pass"— "Fail."
The Academic Opportunity Program was established in 
197 4 to allow flexibility in admitting underprepared,
minority and other students who otherwise demonstrated
in  ^_____ ___promise or success.-'' m e  special services nuyicuu was
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established in 1980 to retain and graduate low-income, 
first generation college and physically disabled 
students.31 Participants in the Special Services Program 
are provided no-cost counseling, peer tutoring, individual­
ized instruction, seminars, and cultural enrichment 
activities.
The remainder of the chapter described the research 
population, data collection procedures, variables under 
consideration, hypotheses and utilization of the statis­
tical procedure. The research population consisted of all 
new, full-time and academically underprepared students 
enrolled in the reading and writing programs at Old 
Dominion University in Norfolk, Virginia, over a ten 
semester period. The data were analyzed using the Statis­
tical Analysis System (SAS) for the Social Sciences 
Computer Program under the IBM 4381 computer. The 
following chapter will present the statistical refinement 
of the analyzed results and conclusions.
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CHAPTER IV
PRESENTATION OF THE DATA
The purpose of this study is to examine the 
effectiveness of the reading and writing developmental 
programs at Old Dominion University. Chapter four contains 
the results of the analysis of the data of the study as 
stated in Chapter three. By way of introduction,- a 
description of the population and assumption of the study 
is presented. A restatement of the null hypotheses 
follows, accompanied by corresponding findings. Tables are 
included to report results where visual display was 
believed necessary by the examiner in order to provide 
clarification.
Population Description 
Using the Old Dominion Admission Office's computer­
ized files, the admissions records of 1,526 new, full-time 
freshmen entering Old Dominion University in the fall of 
1980 were examined. Of these 1,526 students, a total of 
437 were found who met this study's criteria for academic 
underpreparedness in reading and writing. One hundred 
ninety-seven students were found to be deficient in 
reading, 178 students were found to be deficient in writing 
and sixty-two students were found to be deficient in both
97
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reading and writing. Fifty-two percent of the freshmen 
taking developmental courses during the fall of 198 0 were 
those admitted to the University under the Academic 
Opportunity Program. Student rosters from the Special 
Services Program were used to determine that 21 or 4.8 
percent of these 437 underprepared students were Special 
Services Program students. A cumulative grade report was 
obtained from Old Dominion University Office of Academic 
Records for each of the 437 skills deficient students.
These reports provided the information necessary to 
determine mean semester cumulative grade point averages, 
semester letter grades received, yearly persistence rates 
and a five-year graduation rate.
An examination of the data found 437 underprepared, 
full-time freshman students to be deficient in reading and 
writing skills. This number represents 29 percent of the 
total freshman class population. The remaining 71 percent 
not deficient in reading or writing skills represents a 
majority of the population. Therefore, the assumption that 
the majority of freshman students enrolled at Old Dominion 
University are not academically deficient in reading and 
writing was found to be correct.
Table 1 presents a complete description of the vital 
variables utilized in the population examined.
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TABLE 1
DESCRIPTIVE STATISTICS FOR SUCCESS 
IN DEVELOPMENTAL COURSES AT OLD DOMINION 




Race Nonwhite 107 3.70 00.98
White 330 3.39 1.36
Sex Female 233 3.58 1.18
Male 196 3.34 1.38
Age 17 150 3.51 1.22
18 269 3.44 1.32
19 17 3.50 1.15
Testing of the Null Hypotheses 
Null Hypothesis 1 
There is no statistically significant difference 
between success as defined by grades received in develop­
mental courses and the demographic variables age, sex and 
race.
Results
Null Hypothesis 1. The hypothesis was tested by 
computing the three-way factorial analysis of variance. 
Table 2 presents the comparison between the dependent 
variable, grades, and the independent variables of age, sex 
and race. Grades originally in letter form were converted
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into numerical variables as follows: P = 4.0; Q = 2.0;
F = 0. Students receiving a grade of "Q" or re-enroll, 
were given a 2.0 numerical value because they were not 
equipped with the same strengths as the "P" students.
TABLE 2
3-WAY ANOVA OF SUCCESS IN DEVELOPMENTAL 
COURSES AT OLD DOMINION UNIVERSITY 
















4 11.27 2.81 1.73 0.14
Race 1 7.70 7.70 4.72 0.03
Sex 1 3.33 3.33 2.04 0.15
Age 2 .24 .12 .07 0.93
Standard Error 424 691.55 1.63
Total 428 702.82
According to the PR>F, the probability level equaled
0.143. On the basis of these findings, the null hypothesis 
was not rejected. The linear model was found to be insig­
nificant. The examination of the age factor appeared to be 
the redundant factor as related to the other variables. The 
computed P value of the age factor equaled to .93 which was 
highly insignificant. Age was suspected to be the cause of 
the insignificance of the model. It was recognized that age 
levels were predominantly seventeen and eighteen years, which
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for all practical purposes was the same level.
Age was dropped from the linear equation and a two- 
way factorial analysis of variance was computed with sex 
and race as the independent variables. On the basis of 
these findings, the null hypothesis was rejected. Table 3 
presents the findings between success as defined by grades 
received in the developmental program and the demographic 
variables of sex and race. The linear model was signif­
icant, as evidenced by the P value equal to .034. Race 
with a P value equal to .030 was responsible for the 
variation in the data. Sex was not found to impact on 
variance.
TABLE 3
2-WAY ANOVA OF SUCCESS IN DEVELOPMENTAL 
COURSES AT OLD DOMINION UNIVERSITY
















2 11.03 5.51 3.40 .034
Race 1 7.70 7.70 4.74 .030
Sex 1 3.33 3.33 2.05 .153
Standard Error 426 691.798 1.624
Total 428 702.828
The Scheffe's test for comparison of the
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levels of the main factors, sex and race, was performed.
The computation in Table 4 revealed that the nonwhite group 
had a higher mean level (significant difference) of 3.7 
from the white mean level of 3.4. In comparing sex levels, 
it was revealed that the mean grade levels were not 
statistically significant.
TABLE 4 
SCHEFFE'S TEST FOR RACE
Scheffe Grouping Mean N Race
A r̂•ro 107 Nonwhite
B 3.3 322 White
Means with the same letter are not significantly different.
Null Hypothesis 2 a 
There is no statistically significant association
between success as defined by grades received in develop­
mental reading courses and persistence in number of 
semesters at Old Dominion University.
Results
Null Hypothesis 2 a . The Chi Square was 37.75 (DF = 
11, P<.05). As a result of this finding, the null 
hypothesis was rejected. There is a statistically signif­
icant difference between success in developmental reading 
and the number of semesters enrolled.
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Observed frequencies in Table 5 indicated that 234 
or 90.4 percent of all students enrolled in developmental 
reading received a grade of Pass. Of those, nine students 
or 3.9 percent enrolled one semester only, 25 or 10.7 
percent enrolled two semesters only, 24 or 10.3 percent 
enrolled three semesters only, and 27 or 11.5 percent 
enrolled four semesters only. By the end of the first 
year, 85.4 percent persisted to the second year. By the 
end of the second year, 63.6 percent of the total "P" or 
Pass recipients persisted into the third year or into the 
fifth semester. All percentages were calculated with 
respect to corresponding row totals.
TABLE 5
DEVELOPMENTAL READING PERFORMANCE AND 
PERSISTENCE IN ACTIVE ENROLLMENT 
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o cKJ J.KJ WO
Pass 9 25 24 27 3 1 1 54 28 39 16 1 234
Fail 7 8 1 0 0 0 0 3 2 1 2 1 25
Total 16 33 25 27 3 1 1 57 30 40 18 8 259
Number in body of table represents students, 




X2 = 37.75, 11 DF, P<.05
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Of the twenty-five or 9.7 percent who received "F" 
or fail grades, seven were enrolled one semester only, 
eight for two semesters only, and one enrolled for a third 
semester. These findings show that only 36 percent 
persisted beyond the third semester.
An examination of the combined persistence rate 
revealed that 6.2 percent enrolled one semester only, 12.7 
percent enrolled two semesters only, 9.7 percent enrolled 
three semesters only, and 10.4 percent enrolled four 
semesters only. At the end of four semesters or following 
two academic school years, 39.7 percent of the 259 had 
dropped out of school, while 60.3 percent persisted into a 
fifth semester.
Table 5 indicated if a student persisted through 
four semesters, he/she had a significant probability of 
achieving success to graduation. Also indicated is the 
significantly higher persistence rate of students success­
fully completing the developmental reading course; note 
that 85.4 percent of the students passing the reading 
course persisted into the third semester.
An examination of the combined persistence rate 
revealed that 6.2 percent enrolled one semester only, 12.7 
percent enrolled two semesters only, 9.7 percent enrolled 
three semesters only, and 10.4 percent enrolled four 
semesters only. At the end of four semesters or following 
two academic school years, 39.7 percent of the 259 had 
dropped out of school, while 60.3 percent persisted into a
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fifth semester.
Table 5 indicated if a student persisted through 
four semesters, he/she had a significant probability of 
achieving success to graduation. Also indicated is the 
significantly higher persistence rate of students success­
fully completing the developmental reading course; note 
that S5.4 percent of the students passing the reading 
course persisted into the third semester.
By comparison, only 36 percent of the students 
receiving an "F" grade persisted into the third semester. 
Therefore, it is concluded that passing the developmental 
reading course is a reliable predictor of persistence.
Null Hypothesis 2 b
There is no statistically significant difference 
between success as defined by grades received in develop­
mental writing courses and persistence in number of 
semesters at Old Dominion University.
Results
Null Hypothesis 2 b. The Chi Square test did not 
reveal evidence that supports a significant difference 
between success in writing courses and the number of 
semesters of enrollment (Chi Square = 30.94, DF = 22, 
P<.097). The null hypothesis was retained.
Observed frequencies in Table 6 indicated that 186 
or 80.2 percent of all students enrolled in developmental 
writing received a grade of "P" for the fall of 1980. Of
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those students, six or 3.2 percent enrolled one semester 
only, 29 or 15.6 percent enrolled two semesters only, 12 or 
6.5 percent enrolled three semesters only and 19 or 10.2 
percent enrolled four semesters only. By the end of the 
first year or spring, 1981, 81.2 percent persisted to a 
second year or into the fall session of 1981. By the end 
of the second year or spring, 1982, 64.5 percent of the 
total Pass students persisted into the third year or fifth 
semester. All percentages were calculated with respect to 
corresponding row totals.
TABLE 6
DEVELOPMENTAL WRITING PERFORMANCE BY SEMESTER 
OF ENROLLMENT AT OLD DOMINION UNIVERSITY 




























Pass o AX? i o±4 n  ax? 4 A •A 46 13 25 16 4 186
Fail 4 g 4 nV* 0 0 n 2 3 -5 2 nV 24
Re­
enroll
0 3 3 4 2 0 0 4 1 3 2 0 22
Totals 10 38 19 23 6 9 3 52 17 31 20 4 232
Number in body of the table represents students. 
Summer sessions are included with the preceding spring 
semester due to limited cell counts.
X2 = 30.94, 22 DF, PC.097.
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Of the twenty-four students who received a failing 
grade, four were enrolled one semester only, six for two 
semesters, four for three semesters and none for four 
semesters. These findings show that 58.3 percent persisted 
through the first year (spring, 1981). By the end of the 
second year (spring, 1982), 41.6 percent of the total "F" 
students persisted into the third year or fifth semester 
(fall, 1982).
Of the 22 students receiving a "Q" or re-enroll 
grade, none were enrolled one semester only, three enrolled 
two semesters only, three for three semesters, and four for 
four semesters. Table 6 indicated that 96.4 percent 
persisted through the first year. By the end of the second 
year, 54.6 percent of total "Q" students persisted into the 
third year or fifth semester.
Even though a comparison of the frequencies appeared 
to indicate relative significance, the high number of 
degrees of freedom (22) drives the required critical Chi 
Square value to an unusually high number. The P value of 
.097 was not highly insignificant and at the .10 level of 
significance, the null hypothesis may be rejected.
Null Eypothesis 3 a
There is no statistically significant association 
between success in regular English classes as evidenced by 
grade awarded and successful completion of writing courses.
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Results
Null Hypothesis 3 a. The Chi Square was 16.21 (DF = 
4, PC.003). As a result of this finding, the null hypoth­
esis was rejected. There is a significant association 
between success in regular English classes as evidenced by 
grades awarded and successful completion of writing 
courses. As seen in Table 7, the grade performance among 
the developmental and nondevelopmental student was 
significantly different. The nondevelopmental students 
performed significantly better. The grade "C" was the most 
frequently occurring grade for both groups. The grade ”A," 
most predominantly observed among the nondevelopmental 
group, possibly insured the rejection of the hypothesis. 
Selection for nondevelopmental students was done at random. 
Each student in the nondevelopmental category had an equal 
and independent chance of being chosen. The selection was 
based on the four-digited random number table.
As noted in Table 7, for each grade level, develop­
mental students significantly outperformed the nondevelop­
mental students, with the exception of the "B" level. The 
"B" level figures are identical in percentages with 28 
percent each, as to cancel each other out.
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TABLE 7
BACKGROUND BY GRADES RECEIVED IN COLLEGE- 
LEVEL ENGLISH BY DEVELOPMENTAL AND 
NONDEVELOPMENTAL STUDENTS
Grades
Classification A B C D r' Totals
Developmental 4 61 104 16 30 215
Nondevelopmental 22 57 87 13 19 198
Totals 26 118 191 29 49 413
X2 = 16.21 with O A • 003
Null Hypothesis 3 b 
There is no statistically significant association 
between success in regular history classes as evidenced by 
grade awarded and successful completion of reading classes.
Results
Null Hypothesis 3 b. The Chi Square test did not 
reveal evidence that supports a significant association 
between success in regular history classes as evidenced by 
grade awarded and successful completion of reading classes 
(Chi Square = 2.15, DF = 4, P<.71). As the findings in 
Table 8 reveal, the developmental student performed at 
about the same success rate in history classes as the non-
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developmental student. The null hypothesis was not 
rejected. Selection of the nondevelopmental students was 
based on the four-digited random number table.
TABLE 8
BACKGROUND BY GRADES RECEIVED IN COLLEGE- 
LEVEL HISTORY BY DEVELOPMENTAL AND 
NONDEVELOPMENTAL STUDENTS
Classification A B C D F Totals
Developmenta1 13 41 67 34 41 196
Nondevelopmenta1 9 45 76 36 34 200
Totals 22 86 143 70 75 396
X2 = 2.15; DF = 4; PC.708
It is interesting to note that 6.6 percent of the 
nondevelopmental students received "A's" while only 4.5 
percent of the developmental students received "A's." The 
nondevelopmental students performed only slightly better 
than the developmental students with only a 1.6 percent 
differential on the "B" level. The developmental students 
out performed the nondevelopmental students in both the "C" 
and "D" grade levels. Developmental students received the 
largest number of "F"s."
Null Hypothesis 4 
There is no statistically significant association
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between the baccalaureate degree graduation rates for 
developmental and nondevelopmental students.
Results
Null Hypothesis 4. The hypothesis was tested by 
computing Chi Square. Table 9 presents the comparison 
between the baccalaureate degree graduation rates for 
developmental and nondevelopmental students. On the basis 
of these findings, the null hypothesis was rejected. 
Computation revealed the Chi Square value of 9.47 with two 
degrees of freedom, P<.009. The graduation rates among the 
developmental and nondevelopmental students was signif­
icantly different.
TABLE 9
GRADUATION RATE BETWEEN DEVELOPMENTAL 
AND NONDEVELOPMENTAL STUDENTS AT 
OLD DOMINION UNIVERSITY
Years 3 4 5 Total
Developmental 1 107 94 202
Nondevelopmenta1 16 172 208 396
Total 17 279 302 598
An inspection of the observed frequencies revealed 
202 or 33.8 percent of the total number of graduates were 
developmental students. One or 17 percent graduated at the 
end of the third year, 107 or 17.9 percent graduated at the
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end of the fourth year, and ninety-four or 15.7 percent 
graduated at the end of the fifth year.
Further analysis of Table 9 indicated that 396 or 
66.2 percent of the total graduation population were non­
developmental students. Sixteen or 2.7 percent graduated 
at the end of the third year, 172 or 28.8 percent graduated 
at the end of the fourth year, and 208 or 34.8 percent 
graduated at the end of the fifth year.
Graph 1 depicts the results of the two graduation 
groups in diagram form. The developmental group graduated 
at a significantly higher rate than the nondevelopmental 
students. This result was not expected.
The graph was based on the percent of students that 
graduated in their respective groups. The percent for the 
developmental students was arrived at by comparing the 
graduation number, 202, with respect to the total number of 
people in the groups, 437. Similarly, the nondevelopmental 
percent was arrived by at comparing 396 of the graduates 
with the total number of nondevelopmental students, 1,089. 
Calculation of these percentages shows that 46 percent of 
the students in the developmental group graduated within 
the five-year or ten-semester span. On the other hand, 
only 36 percent of the students in the nondevelopmental 
group graduated during the same period.
Null Hypothesis 5 
There is no statistically significant difference
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programs and participation in the Special Services Program.
D o C ’"11 4- c
Null Hypothesis 5. The hypothesis was tested by 
using a two-sample t-test. As a result of the findings,
P>T = 0.62, the null hypothesis was not rejected.
Twenty Nonspecial Services students were randomly 
selected from the group of developmental students. The GPA 
of 16 Special Services students was tested using a two- 
sample t-test. The t-test required equality of variance of 
GPA in each group, hence- before testing mean levels of 
GPA, equality of variance was tested. The variance was 
found to be equal with a P value of 0.26.
As presented in Table 10, the t test under equality 
of variance revealed a P value equal to .026. This meant 
that the null hypothesis of no difference in mean levels of 
GPA between Special and Nonspecial Services Program 
students was accepted. The 16 Special Services partici­
pants consisted of the following breakdown: SO percent
nonwhite; 20 percent white; 50 percent , 50 pezrcent
female; 85 percent enrolled in the reading program and 15 
percent enrolled in the writing program. Graph 2 depicts 
the GPA of Special and Nonspecial Services developmental 
students.
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TABLE 10














NS 20 2.29 0.71 0.16 -.50 .62
S 16 2.33 0.53 0.13
15 DF.
For HO = Variances are Equal, F1 == 1.77 with 19 and
T value is 0.62.
Legend: NS 
S
= Nonspecial Students 
= Special Students
Summary of Presentation of the Data 
The purpose of Chapter four was to present the data 
collected as a result of this research. The collected data 
consisted of age, sex and race factors; college persistence 
rates; college-level work success rates; and baccalaureate 
graduation rates. The reading and writing developmental 
programs were analyzed using the Analysis of Variance, the 
Chi Square, and the t-test. The following results for the 
five hypotheses were presented:
1. The cultural factors of age and sex were not 
found to have a significant effect on the performance of



































































students in course work. The probability level equaled
0.143. The null hypothesis was not rejected. When age was 
dropped from the linear model, race was found to have a 
significant effect on academic performance (PR>F' = .034).
2. The performance of the students in the develop­
mental courses was found to be significant enough to be used 
as a predictor of performance on curriculum. Passing the 
developmental reading course was a reliable predictor of 
persistence (PR>F' = .05). Passing the developmental 
writing course was not a reliable predictor of persistence
(PR>F' = .097).
3. The value of the developmental writing course in 
preparing the student to meet the requirements of English 
110 was not conclusively established, but the utility of the 
developmental reading course in preparing the student to 
meet the requirement of subsequent regular history classes 
was conclusively established. The nondevelopmental students 
performed significantly better in English than the develop­
mental; however, the developmental students performed at 
about the same rate in history classes as the nondevelop­
mental students.
4. The major findings of this study indicated that 
developmental students demonstrated a higher graduation rate 
than the nondevelopmental students. Comparison between the 
baccalaureate degree graduation rates for developmental and 
nondevelopmental students revealed the Chi Square value of 
9.47 with two degrees of freedom, P<.G09. Forty-six percent
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PC.009. Forty-six percent of the students in the develop­
mental group graduated within the five-year, or ten- 
semester span. On the other hand, only 36 percent of the 
students in the nondevelopmental group graduated during the 
same period.
5. Participation in the Special Services Program 
had no significant bearing upon success in the developmen­
tal programs. The mean level of the two groups was found 
to be equal with a P value of 0.62.
Chapter five will present a discussion of the 
findings, conclusions, and recommendations for future 
study.
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SUMMARY, DISCUSSION, CONCLUSION
This study lends itself to be categorized under two 
headings: (1) the literature review, and (2) the examina­
tion of the Old Dominion University program and its assess­
ment.
Summary of the Literature 
Developmental programs in higher education have 
experienced increasing growth since the early 1970's.
Today, programs that assist students in acquiring the 
academic skills needed to pursue college course work are 
considered necessary in 94 percent of our nation's post­
secondary institutions.1 A considerable body of evidence 
concluded that remediation can and does make a valuable 
contribution, nationwide. The degree of success of these 
programs was largely dependent upon the commitment and 
quality of specific program characteristics. Due to the 
proliferation of costly developmental programs, public 
officials have become increasingly aware of the need for 
evaluation and policy direction of these programs. The 
basic premise for this study was recognition of a need to 
determine the effectiveness of the use of the developmen­
tal reading and writing programs at Old Dominion University.
119
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This study examined research questions focusing on 
student success in developmental and college-level course 
work as that success was related to selected demographic 
variables, persistence, and graduation rates of the under­
prepared students at Old Dominion University. Research 
questions were designed to develop quantitative and quali­
tative parameters to be used in conducting statistical 
analyses. Statistical analyses were performed to determine 
if selected variables were statistically significant pre­
dictors of success. Variables analyzed were age, sex, 
race, completion of developmental program courses in 
reading and writing and participation in the Special 
Services Program. In this chapter some tentative conclu­
sions are drawn based upon the results of the data analysis 
of the study. The first section discusses the theoretical 
implications of the findings and the second section 
addresses the conclusion of the study.
q £ f Kg FlUdiH^S
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entering full-time freshman class were enrolled in either 
developmental reading or writing courses or both. Two 
hundred fifty-nine of 17 percent of the subjects were 
deficient in reading. Two hundred forty or 16 percent of 
the subjects were deficient in writing.
2. No statistical significance was found between 
age and the grade received in developmental reading and 
writing courses. It was recognized that the age levels
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were predominantly seventeen and eighteen years, which for 
all practical purposes was the same level. Sixty-two 
percent in the observed group were eighteen years of age 
and 34 percent were seventeen years of age.
It was revealed that no stastical significance was 
found between sex and the mean grade level received. 
However, the females had a slightly higher average. Fifty- 
four percent of the academically deficient students in 
reading and writing were female and 46 percent were male.
In this research, a statistically significant dif­
ference was found between race and the grades received in 
the developmental program. The computations revealed that 
the nonwhite group had a mean level higher than the white 
mean level.
3. A statistical significance was found between 
success in developmental reading and the number of 
semesters enrolled (P<.05). Although no association was 
found between success in the developmental writing course 
and the number of semesters enrolled, it was found that it 
approached significance (P<.097).
4. The research found that there was no significant 
difference between success in regular English classes of 
developmental students completing the writing course and 
the nondevelopmental students never enrolled in the writing 
course. The nondevelopmental students performed signifi­
cantly better.
5. A statistically significant difference was found
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between the baccalaureate graduation rate of developmental 
and nondevelopmental students. The developmental group 
graduated at a significantly higher rate than the nondevel­
opmental students.
6. No statistically significant difference between 
success in the developmental reading and writing programs 
and participation in the Special Services Program was 
found. Those participants in the Special Services Program 
performed equally as well in the GPA as the nonparticipants 
in the Special Services Program.
Discussion
An initial question posed by this study inquired:
How many students who were enrolled in the fall semester of 
1980 at Old Dominion University were scheduled in reading 
and/or writing developmental studies courses?
Four hundred thirty-seven subjects of the entering 
full-time freshman class were enrolled in either develop­
mental reading or writing courses or both. One hundred 
ninety-seven students were found to be deficient in 
reading, one hundred seventy-eight were found to be 
deficient in writing and sixty-two students were found to 
be deficient in both reading and writing. These students 
represent 29 percent of the total freshman class popu­
lation. This number is considerably below the partici­
pation rate indicated in other reports. Even with the 
inclusion of the remedial math students of whom 75 percent
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were enrolled in other remedial reading or writing, the 
number of all remedial students enrolled at Old Dominion 
University was below average.
Perhaps the comparatively smaller percentage of 
developmental students at Old Dominion University can be 
accounted for by the admission standards. As a selective 
institution, the specified level of academic achievement at 
Old Dominion University requires a combined SAT score of 
850 and rank in the top half of high school classes. The 
Academic Opportunity Program which admitted minority and 
regular students who may fall below 400 on some section of 
the SAT test are not cases of severe learning disabil­
ities. 2 Admissions requirements effectively dissuade the 
severe cases from even applying.
A second inquiry of the study was concerned with 
whether the characteristics of students enrolled in devel­
opmental reading and writing had an association with 
success. The demographic variables chosen were age, sex 
and race. Conclusions were as follows:
Age. No statistical significance was found between 
age and the grade received in developmental reading and 
writing courses. It was recognized that the age levels 
were predominantly seventeen and eighteen years, which for 
all practical purposes was the same level. Sixty-two 
percent were seventeen years of age. These numbers 
revealed no difference from overall institutional 
enrollment patterns.
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It is reasonable to expect that since the emphasis in the 
present study was on first-time students, most of whom 
would have just graduated from high school, seventeen and 
eighteen year-olds were a majority in the youngest age 
intervals. The disproportionate representation of remedial 
students ages seventeen through twenty-one emphasizes the 
strong relationship between recent educational experiences 
in secondary schools and the lack of skills needed for 
college-level work. Also, the tendency to youth in devel­
opmental studies invites the view that these students are 
not the typically more experienced persons who return to 
school to obtain refresher work.
Sex. No statistical significance was found between 
sex and the mean grade level received. However, the 
females had a slightly higher average. Fifty-four percent 
of the reading and writing skills-deficient students were 
female and 46 percent were male. This is consistent with 
other findings that show a steady enrollment decline of men 
and an increase in women. However, the findings of this 
study were contrary to other studies that indicated a 
higher percentage of men participating in remedial programs 
than women.
The findings concluded that no evidence existed to 
associate maleness or femaleness with the variable of 
success in isolation. The literature was supportive of 
this view in that an increasing awareness of differenti­
ating sex roles is emerging. The fact that females
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received slightly higher mean averages may be due to the 
interpretation that women have stronger verbal abilities 
than men. This phenomenon would apply for English and 
reading.
Race. In this research, a statistically significant 
difference was found between race and the grades received 
in the developmental program. The computations revealed 
that the nonwhite group had a mean level higher than the 
white mean level. These results are in sharp contrast to 
other studies. Historically, the factor of race has been a 
valid predictor of performance of students on both develop­
mental and regular curriculum courses.
Further, this study showed 76 percent of the under­
prepared participants to be white and 24 percent to be of 
the nonwhite origin. Black and other minority represen­
tation were not proportionally overrepresented. The 
inconsistency may be due to the strict academic screening 
procedure done by the Director of the Academic Oppor­
tunity Program. The program was designed to admit 
minorities and other students whose standardized test 
scores did not meet the university's general level of 
expectation, but who otherwise demonstrated promise of 
success. Promise of success was demonstrated by the level 
of motivation of the student and grades received in high 
school. The high rate of success in the mean level grade 
for minorities could possibly be a result of individual
uiCtiVatiOIl •
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A third inquiry was concerned with whether there was 
a statistically significant difference between success as 
defined by grades received in developmental reading and 
writing courses and persistence in number of semesters at 
Old Dominion University. A statistical significance was 
found between success in developmental reading and the 
number of semesters enrolled (P<.05). Although no assoc­
iation was found between success in the developmental 
writing course and the number of semesters enrolled, it was 
found that it approached significance (P<.09).
In contrast to early literature reports which 
indicated comparatively high attrition rates among develop­
mental sl̂ udcn u s, developmental students in the present 
study were found to be significantly persistent. This 
finding is consistent with results obtained in more recent 
studies that suggest a general maturation of developmental 
programs. Of the students receiving a passing grade in the 
reading program 95 percent persisted to a second year. By 
the end of the second year, 64 percent persisted into the 
third year. Persistence to graduation reached statistical 
significance supporting the conclusion that passing the 
developmental reading course was a reliable predictor.
Of the students receiving a passing grade in the 
writing program, 82 percent persisted to a second year and 
64 percent persisted into the third year. Of those 
receiving a "Q" grade, re-enroll, 96 percent persisted 
through the first year. By the end of the second year, 55
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percent persisted into a third year. Persistence to grad­
uation reached a statistical significance, indicating a 
conclusion that passing in the developmental writing 
enhanced opportunity for persistence. Several studies 
concerned with persistence and success supported the con­
clusion that increased persistence can and does lead to the 
opportunity for success for those students who persist and 
that the added dimensions of institutional and counseling 
support can enhance that opportunity.
A fourth inquiry of this research was concerned with 
the letter grade received by developmental reading and 
writing students in subsequent college-level work. The 
college-level work chosen for comparison and analysis was 
the subsequent history class for developmental reading 
students and subsequent English 110 for developmental 
writing students. The analysis of grade performance 
contrasted the distribution of the developmental students' 
grades with those for nondevelopmental students.
The research found that there was a significant 
difference between success in regular English classes of 
developmental students completing the writing course and 
the nondevelopmental students never enrolled in the writing 
course. The nondevelopmental students performed signifi­
cantly better while nondevelopmental students earned a 
higher percentage of "A's," the "B" level figures were 
identical in percentages, 28 percent. However, it is 
important to note that a substantial majority of
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developmental students did receive "C's" or better.
An analysis of the developmental reading students' 
grades in regular history course work compared with the 
nondevelopmental students' grades revealed no evidence to 
support a significant difference in performance level 
between the two groups. The findings revealed that devel­
opmental students performed at about the same success rate 
in history classes as the nondevelopmental students. While 
both groups received roughly the same percentages of "A's" 
and "B'Sf" it is of interest to note that the developmental 
students outperformed the nondevelopmental students in 
"C's" and "D's."
In the present study, it was determined that 78 
percent of the former writing developmental students passed 
their English course with a "Cn or better. Sixty-two 
percent of the former developmental reading students made 
passing grades of "C" or better. The finding here was 
important because it demonstrated that developmental 
students did not maintain substandard letter grades.
Further findings indicated that a significantly higher per­
centage of developmental students persisted to graduation 
than did nondevelopmental students. Thus it appears that 
as a group, the developmental students progressively 
"caught up" with nondevelopmental students in grades. 
Apparently, developmental students improve in grades as 
they earn more credits and not only perform as well as 
other students but exceed performance to graduation. The
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results of this study indicated that students who initially 
enrolled in at least one developmental studies course can 
and did overcome deficits and eventually not only performed 
as well as other students, but significantly surpassed non­
developmental student graduation rates.
A fifth question posed by the present study 
addressed the level of significance between the baccalaure­
ate degree graduation rate of developmental and nondevelop­
mental students. The most unpredictable results were 
revealed in the findings. Not only were the graduation 
rates among the developmental and nondevelopmental students 
significantly different; but the developmental group grad­
uated at a significantly higher rate than the nondevelop­
mental students. Calculations of the data showed that 46 
percent of the students in the developmental group grad­
uated within the five-year span. On the other hand, only 
36 percent of the students in the nondevelopmental group 
graduated during the same time period.
One study contended the national rate of persistence 
to graduation for students in general is around 50 percent, 
but only about 20 percent for developmental students.3 
Another study documented that only about 40 percent of the 
nation's students graduated at the date scheduled for the 
class of their matriculation.4 The findings of the 
present study compared quite favorably with the national 
rate. Old Dominion University's developmental group 
exceeded double the national percentages.
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Graduation rate figures of this study revealed that 
26 or ten percent additional developmental reading students 
graduated in the sixth year or 12 semester span. Similar 
results on longitudinal studies have been obtained. These 
findings have implications concerning the pattern of 
student enrollment. Part-time college appears to be 
becoming the norm. The data does substantiate a trend 
toward students prolonging their college education as far 
as the sixth and seventh year. Perhaps developmental 
students graduated at such a higher rate than nondevelop­
mental students because education has a comparatively 
higher value for them.
The sixth and final question posed by this study 
examined whether participation in the Special Services 
Program was associated with the success rate of develop­
mental students. No statistically significant difference 
between success in the developmental reading and writing 
programs and participation in the Special Services Program 
was found. Those participants in the Special Services 
Program performed equally as well in the GPA as the non­
participants in the Special Services Program.
This indication, however, was not consistent with 
findings reported elsewhere which described outcomes for 
developmental students involved in Special Services 
Programs. Successful programs for lesser prepared students 
are characterized primarily by the high degree of support 
they provide to their students on a systematic basis.
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While developmental education had a positive impact on the 
academic performance of the subejcts in this study, changes 
may be needed at Old Dominion University to strengthen the 
Special Services Program as it serves to assist students 
with more specific needs in their adjustment to the demands 
of college.
One must question the small number of participants 
taking advantage of the services offered in the Special 
Services Program. Originally 16 students completed the 
first semester in order to establish a GPA. It appears 
that many students eligible for the service were not 
enrolled. Much evidence has been accumulated to support 
the idea that only a small percentage of students eligible 
for the Special Services Program actually take advantage of 
the service offered.
Conclusion
The findings in this study do suggest a rationale
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related literature was whether or not academic deficiencies 
can be remediated at the college level. One school of 
thought holds the belief that the longer deficiencies 
exist, the less likely remediation will be to work.5 The 
information developed in this study, together with the lit­
erature received, supports the point of view which assigns 
a positive value to the potential for remediation in basic
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skills at the college level. The developmental reading and 
writing programs at Old Dominion University have demon­
strated a positive relationship between remedial course 
work and satisfactory performance of college-level work.
Based upon the findings of the study, it is 
recommended that the data file be expanded to include 
information of a more qualitative nature. Additional 
diagnostic and instructional data would serve the dual 
function of providing information for research, as well as 
to assess student progress.
The present study was an ex post facto analysis of 
the variables under investigation. Such analysis, though 
it may deserve merit as initial research, serves a limited 
function. Without research comparing student progress that 
utilizes control and treatment groups, it is impossible to 
measure accurately the true impact of the developmental 
program as it attempts to aid students individually.
It is therefore recommended that future research 
related to these variables be experimental in nature, i.e., 
requiring both treatment and control groups. Potential 
subjects emerging from this study include:
1. the evaluation of effective development in 
building academic self-esteem, maintaining motivation for 
college study and encouraging goal-directed behavior;
2. the degree of success of various instructional 
techniques with diverse groups of students;
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3. the measures of developmental student satisfac­
tion with counseling and instruction as needed to promote 
the best adaptation between program goals and student 
experiences;
4. the identification and evaluation of alternative 
academic supported services documented as being effective;
5. an investigation of the factors of sex and race 
and how they relate to developmental students1 ideas and 
values.
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A U TO B IO G R A PH IC A L  STATEMENT
Jimi Thomas-Muskovac, the daughter of Mr. Charles 
Thomas and the late Mildred Hill Thomas, was born in 
Kinston, North Carolina on October 15, 1947. She received 
her elementary and secondary education in the Kinston 
Public School System from which she graduated in 1966.
In 1970, she received a Bachelor of Science Degree 
in Elementary Education from Old Dominion University, and 
in 1977 she received a Master of Science Degree in 
Elementary Education from the same university. In 1984, 
she received a Certified Advanced Studies Degree in 
Administration and Educational Leadership from Old Dominion 
University.
Her work experience has been mainly in the area of 
education, beginning as an elementary school teacher in 
Norfolk, Virginia from 1970 to 1976. In 1977, she was 
employed by Wahiawa Community School for Adults in Wahiawa, 
Hawaii for two years as a multi-level reading, English and 
math teacher. In addition to teaching, she served as 
Director for Developmental Studies and was responsible for 
the establishment of the individualized approach to 
classroom instruction. From 1979 to 1981, she was a multi­
level math instructor for Saint Louis High School - Adult 
Division in Honolulu, Hawaii. In 1986 she was employed
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by Dynalectron Corporation of Virginia Beach, Virginia as a 
consultant on two major naval contracts.
The past three years have been dedicated to the 
completion of the Ph.D. Program at Old Dominion University. 
In the past year, she designed the Single Adolescent Parent 
Program which addressed the needs of the unwed, adolescent 
mother to cope successfully with parenthood. A modified 
alternative of the program design was adapted and utilized
by the Director of the Pro Life Organization, Mrs. Janet
Keim, in conjunction with the Rock Church Organization.
She made a contribution to the comprehensive 
Substance Abuse Program during her four months of intense 
internship in Virginia Beach, Virginia. The internship 
served as an opportunity to learn, to participate and to 
respond to the needs of the clients in the Alcare Treatment 
Program.
During the past year, she has served as a volunteer 
in the Virginia Beach City Jail on a weekly basis. 
Volunteers serve to offer religious inspiration and comfort 
to female inmates. The past trhree years, she has served as
an associate supervisor for NTE Center 2844.
R e p ro d u c e d  with p erm iss ion  of th e  copyright ow ner.  F u r the r  reproduction  prohibited without perm iss ion .
